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Abstract
School social workers (SSWs) have been an integral part of Ontario’s K-12 public education
system for over one hundred years. Their unique training, skill set, and practice perspectives
enables provision of comprehensive services benefitting the whole school community. The social
work profession is grounded in a code of ethics committed to the advancement of social justice
for all and draws from a rich history of critical theorizing and evidence-based practice to further
this goal. These features of the profession ideally position SSWs to serve as leaders and partners
in the school mission, particularly at a time when the need for transformative change to support
all students is recognized. Yet SSWs frequently remain underutilized resources in schools. This
Organizational Improvement Plan (OIP) addresses the problem of practice (PoP): the
underutilization of SSWs as leaders and change partners at Leaders in Learning District School
Board (LLDSB). As a former Mental Health Lead and current frontline social worker, union
leader, professional practice facilitator, and member of key provincial advisory groups, I explore
the organizational context at LLDSB and propose a solution to the PoP; a pilot project to
promote role integration of SSWs using implementation science. Transformational and critical
leadership perspectives underpin the approach to change. I develop a complementary framework
for leading the change; a detailed implementation, monitoring, and evaluation plan supported by
Plan-Do-Study-Act cycles; and a plan to communicate the need for change. I conclude by
discussing how the change can be institutionalized and sustained beyond the pilot project.
Keywords: school social work, K-12 education, Ontario, critical leadership,
transformational leadership
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Executive Summary
Two years of disruption and change marked by the COVID-19 pandemic, combined with
growing public awareness about the ongoing impacts of colonialism, systemic racism, and other
forms of oppression in Ontario’s K-12 public education system, have resulted in issues of
decolonization, equity, and mental health gaining prominence within educational discourses. The
message is clear: transformative change is needed if all students are to access rich, identityaffirming educational experiences that lead to positive learning and life outcomes (Lopez, 2020;
Shah, 2021). For over one hundred years, school social workers (SSWs) have advocated for and
supported students and their families using their unique combination of training, practice
perspectives, and skills (Allen-Meares, 2006). Yet schools often do not access the full potential
of this unique expertise (Finigan-Carr & Shaia, 2018). This Organizational Improvement Plan
(OIP) investigates a problem of practice (PoP) arising out of the need for Ontario school boards
to maximize the contributions of all members of the educational team. Specifically, the OIP
seeks to leverage the potential of SSWs as leaders and change partners toward decolonizing and
uncolonizing the educational agenda, challenging oppression, and dismantling systemic barriers
at Leaders in Learning District School Board (LLDSB) (pseudonym).
Chapter 1 discusses the organizational context of LLDSB including an exploration of the
historical context of public education; an analysis of the organizational structure of LLDSB
using Mintzberg’s (1979) model of a professional bureaucracy; a description of LLDSB’s
organizational approaches to leadership; and an overview of the historical context of both the
school social work profession and the SSW team at LLDSB. As the change leader, I elaborate on
my agency and role in the change process and develop my leadership lens. The latter is grounded
in a dialectical approach to transformational and critical leadership perspectives, elaborated in
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Chapter 2. The PoP is developed and investigated through a political, economic, social,
technological, environmental, and legal (PESTEL) analysis (Deszca et al., 2020) and using
Bolman and Deal’s (2017) four frames. A critical theoretical perspective is threaded throughout
the analysis and throughout the entirety of the OIP. The analysis of the PoP confirms the gap
between the current and desired organizational states at LLDSB. Chapter 1 also draws on the
research literature to investigate guiding questions emerging from the PoP. The investigation
affirms the existence of the problem as legitimate and researchable and gives shape to the
leadership-focused vision for change that imagines SSWs at LLDSB empowered, mobilized, and
engaged across a critically informed full scope of practice. Chapter 1 concludes by assessing
organizational change drivers and priorities, and the organizational change readiness profile.
Chapter 2 develops the leadership approach used to propel change. The leadership
framework for the OIP draws on dominant and critical perspectives to advance a
transformational change vision focused on the role of SSWs in social and educational justice.
Lopez’s (2020) decolonizing educational leadership model is underpinned by tenets taken from
transformational leadership (Bennis & Nanus, 2007) and social work leadership (Peters, 2018).
The dialectic between leader-driven and collaborative/emancipatory leadership approaches is
explored. Aligned with the leadership framework for the OIP, Gentile’s (2010, 2017) giving
voice to values (GVV) and Deszca et al.’s (2020) change path model (CPM) guide the how of
change at the individual, group and organizational levels, respectively. Nadler and Tushman’s
(1980) congruence model is used to perform a critical organizational analysis, identifying what
to change. The analysis yields four possible solutions to the PoP: (a) maintaining the status quo;
(b) leveraging SSWs as advocates for equity and social justice; (c) leveraging SSWs as capacity
developers; and (d) promoting role integration of SSWs via an implementation science approach.
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Chapter 2 concludes with a discussion about leadership ethics, social justice, and decolonization
as they relate to the OIP.
Chapter 3 develops a change implementation plan for the chosen solution to the PoP: a
pilot project to promote role integration of SSWs via implementation science. To support the
emergent nature of the change process, the implementation plan is aligned with the leadership
framework for the OIP and constructed using Gentile’s (2010, 2017) GVV and Deszca et al.’s
(2020) CPM with attention to organizational conditions (Short, 2016). As part of implementation
planning, consideration is given to managing the transition, responding to reactions to change,
and engaging and empowering others. A robust template for change process monitoring and
evaluation grounded in Plan-Do-Study-Act (PDSA) cycles (Christoff, 2018), is presented. A plan
for communicating the need for change to various audiences is developed, incorporating both
dominant and critical perspectives on communication for organizational change. The chapter
concludes with a discussion about next steps and future considerations.
At a time when transformative change in public education is needed, Ontario school
boards stand to benefit from maximizing the full potential of an often marginalized and
underutilized resource, school social workers. The successful implementation of this OIP at
LLDSB can result in enhanced organizational capacity and effectiveness in achieving truly
transformative change with respect to uncolonizing educational spaces, challenging oppression,
dismantling systemic barriers, and supporting the mental health and well-being of all students.
LLDSB could serve as a model for effective school social work leadership, and for effective
interprofessional education and collaboration practices in schools. Ultimately, this OIP seeks to
leverage SSWs to advance a more just educational experience for all.
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Definitions
Accomplice: Accomplices take an active role in dismantling systems of oppression using their
knowledge and access to help correct systemic bias (Jana, 2021).
Ally: According to Carter et al. (2017), “allies are people who recognize the unearned privilege
they receive from society’s patterns of injustice and take responsibility for changing these
patterns” (p. 163). The term ‘ally’ has been troubled by leaders in the racial justice movement
who suggest that ‘accomplices’ and ‘co-conspirators’ are needed (Hackman, 2015; Powell &
Kelly, 2017).
Anti-Black Racism: The form of racism directed at Black people that is rooted in the history of
slavery and settler colonialism and which operates at structural, systemic, cultural, and individual
levels (Pon et al., 2017, p. 71).
Anti-Indigenous Racism: The form of racism directed at Indigenous peoples rooted in the
historical and present impacts of settler colonialism (Ward et al., 2021).
Anti-Oppressive Practice: An umbrella term for “a number of social-justice oriented
approaches to social work including feminist, Marxist, critical postmodernist, Indigenous, critical
poststructuralist, queer, critical constructionist, anti-colonial and anti-racist” (Baines, 2017, p. 5).
Anti-racism: According to Ladhani and Sitter (2020), the concept of anti-racism emerged from
neo-Marxist and critical theories, specifically critical race theory, and definitions share “a
common aim to expose and confront the myriad of ways that racism may be embodied and
embedded within relations, institutions, systems, and structures” (p. 55). Indigenous scholars
assert that anti-racism in the context of anti-Indigenous racism must address issues of
colonialism and Indigenous sovereignty (Ward et al., 2021).
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Co-Conspirator: Activist and co-founder of the Black Lives Matter movement, Alicia Garza,
defined a co-conspirator as someone who is “actively fighting against the system of white
supremacy and in particular the benefits they receive from it” (Hirsh Health Sciences Library,
n.d.). Jana (2021) distinguished co-conspirators from accomplices in that co-conspirators “have,
seek, and create meaningful relationships with the people they actively support.”
Colonialism: The imperial expansion of Europe into the rest of the world over the last 400 years
leading to a hierarchical relationship of domination in all spheres of life between the European
settler class and the Indigenous peoples who were controlled (Joseph, 2017, p. 239).
Conscientization: The process of acquiring a conscious understanding of one’s lived reality and
the ability to act on it through critical reflection, action, and more reflection (Baines, 2017;
Freire, 1993). Also referred to as critical consciousness-raising.
Decoloniality: A concept connected to decolonization. The challenging of Eurocentric ways of
knowing and doing, disruption of relations and patterns of power established by colonialism, and
the promotion of Indigenous ways of knowing (Mignolo & Walsh, 2018; Shah, 2021).
Decolonization: Involving Indigenous sovereignty, futurity, and necessarily including the
repatriation of land (Tuck & Yang, 2012). Rodriguez (2020) asserted that the process of
decolonization is for Indigenous people only and that non-Indigenous people should consider the
term ‘uncolonizing’ to refer to the voluntary actions that settlers can take to distance and detach
themselves from colonial norms, customs, and conventions.
Decolonizing Educational Leadership: A leadership model to support capacity development
and restoration in schools grounded in decolonizing theorizing and centering the role of
collaboration and community in education. The goal of decolonizing educational leadership is
justice for all and liberation (Lopez, 2020, p. 51-67).

xvii
Dialectic(al): Collinson (2014) stated, “dialectical approaches highlight the importance of deepseated tensions and contradictions in relations based on opposing but interdependent forces that
produce conflict and change” and that such perspectives “re-frame presumed opposites and fixed
binary poles as intrinsically interrelated concepts” (p. 41).
Dialogic(al): A term that emerged out of postmodernist and poststructuralist theorizing meaning,
“to be in dialogue with” (Carroll, 2019, p. 129).
Discourse: Mabey (2013) suggested that a discourse can be thought of as a “connected set of
statements, concepts, terms and expressions that constitute and condition a way of talking and
writing about a particular issue” (p. 360). The embodied acts of discourse, or discursive
practices, “provide parameters for what can be known, said, and thought” (Chambon et al., 1999,
p. 272). For example, “the ‘moralising self-sufficiency discourse’ is still going strong in western,
neoliberal democracies” (Fenton, 2018, p. 947).
Equity-Seeking Groups: Hulko et al. (2017) defined equity-seeking groups as, “social groups
that have been subject to oppression-historically and/or currently-and thus require specific
attention in the form of policies and programs that can lead to equality of outcome in health and
social services” (p. 195). Also termed, equity-deserving groups.
Hegemony: The term ‘hegemony’ was coined by Gramsci (1971) and encompasses “the ways in
which the ruling government obtains consent to operate in the way it wants” (Fenton, 2018, p.
942) such as by presenting the interests of the dominant class as synonymous with the interests
of society at large (Mearns, 2014). Discourse is a key mechanism through which hegemonies are
created and maintained (Fenton, 2018).

xviii
Interprofessional Collaboration: Bronstein (2003) defined interprofessional collaboration
(IPC) as, “an effective interpersonal process that facilitates the achievement of goals that cannot
be reached when individual professionals act on their own” (p. 299).
Interprofessional Education: Reeves et al. (2013) defined interprofessional education (IPE) as,
“an intervention where the members of more than one health or social care profession, or both,
learn interactively together, for the explicit purpose of improving interprofessional collaboration
or the health/well being of patients/clients, or both” (p. 2).
Intersectionality: A theoretical framework, originating from the work of Kimberlé Crenshaw,
explaining how social identities interact through interlocking oppressions (e.g., race, sex, class)
to create unique experiences of oppression and privilege at the level of the individual (Hulko et
al., 2017, p. 196).
Neocolonial: New forms of colonialism such as “the agendas and practices of multinational
corporations, international financial institutions . . . as well as international development
agencies” (Wehbi, 2017, p. 138).
Neoliberalism: O’Neill (2017) defined neoliberalism as, “a recent extreme form of capitalism
that encourages a decreased government role and a market-driven approach to economic and
social policy” (p. 255).
Praxis: Freire (1993) described praxis as “the action and reflection of men and women upon
their world in order to transform it” (p. 52).
Racism: According to Battiste (2013), “racism is more than race hatred or prejudice . . . it is the
structural subordination of a group in society based on the idea of racial inferiority that
establishes a hierarchical power relationship” (p. 138).

xix
Self-Reflexivity: Baines (2017) defined self-reflexivity as, “reflecting carefully not only on
one’s own practice, social location and power, but also on the practice, social location and power
of others, and on larger social processes and dynamics” (p. 270).
Social Work Leadership: Peters (2018) offered the following preliminary definition of social
work leadership: “a collection of organisational, relational, and individual behaviours that effect
positive change in order to address client and societal challenges through emotional competence
and the full acceptance, validation, and trust of all individuals as capable human beings” (p. 40).
Sovereignty-Seeking Groups: A term acknowledging the unique distinctions between
Indigenous peoples and equity-seeking groups such as the need to reclaim land, identity,
language, and culture. The term reflects “recognition that respects distinction and restores the
principles of treaties that guaranteed our [Indigenous peoples’] autonomy” and right to selfdetermination (Kretschmer, 2020).
Transformational Leadership: A theory of leadership contained in the dominant educational
leadership literature first developed by political sociologist James MacGregor Burns (1978) and
later expanded on by authors such as Bennis and Nanus (2007) and Kouzes and Posner (2017).
Transformational leadership focuses on motivating and empowering followers through an
inspirational vision that is connected to higher order values (Bennis & Nanus, 2007).
Transformative Work: Work that attends to the immediate needs of individuals while
simultaneously seeking to change systemic and societal sources of inequity, unfairness, and
social injustice (Mullaly, 2010).
Whiteness: A structural position of racial privilege “from which white people view themselves,
others and cultural practices” and which maintains and reproduces “the systemic and structural
dominance of white people in all spheres of society” (Pon et al., 2017, p. 72).
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Chapter 1: Introduction and Problem
Despite targeted improvement efforts in Ontario’s K-12 public education system over the
last 15 years, influential educational change experts acknowledge that four decades of work have
failed to improve outcomes for Indigenous and equity-deserving student groups (Campbell,
2020; Fullan & Gallagher, 2020). Following a year of racial reckoning across North America
(Eligon & Burch, 2020; Moliere, 2021) and ongoing discoveries of unmarked graves at former
residential school sites in Canada (Eneas, 2021; Migdal, 2021), Ontario’s education system faces
unprecedented demands from public stakeholders and interest groups to decolonize educational
spaces (Walji, 2020) and dismantle systemic barriers affecting diverse student groups (Nasser,
2021). Leaders in Learning District School Board (LLDSB) (pseudonym) is no exception.
For over one hundred years, school social workers (SSWs) have been on the frontlines of
supporting students to navigate the education system and advocate for their needs (Allen-Meares,
2006; Massat, 2006). Emergent practice dialogues (Scott, 2017) and SSW scholars (Meza, 2020;
Teasley & Richard, 2017; Villarreal Sosa, 2022) call on SSWs to assume leadership roles in
addressing systemic racism and educational inequities in the 21st century (Daftary, 2020;
Huxtable, 2013; Villarreal Sosa & Nuckolls, 2018). Yet, SSWs remain marginalized and
underutilized resources within public education (Sherman, 2016). Neocolonial and neoliberal
influences on the education environment present barriers to the transformative work that is
needed (Sattler, 2012). Grounded in a critical theoretical paradigm, I attempt to uncover factors
underlying the problem of practice (PoP) and promote conditions under which SSWs at LLDSB
might access their full potential to support decolonial, anti-oppressive, and anti-racist work at the
school and system level. Within this chapter, the organizational context, leadership position and
lens, problem of practice, vision for change, and organizational change readiness are addressed.
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Organizational Contexts
Public education systems are often described functionally through the metaphor of
ecosystems (Adolfsson & Alvunger, 2017; Morgan, 1980). Specifically, school districts are
described as nested in nature (Resnick & Scherrer, 2012). Aligned with this perspective, LLDSB
is identified as the organization for the purposes of the Organizational Improvement Plan (OIP)
and the SSW team is viewed as a nested subgroup. This section describes the profiles of LLDSB
and the SSW team including functional, structural, and historical factors impacting the PoP. A
critical lens is applied throughout the discussion.
Organizational Profile
LLDSB is a mid-sized K-12 public board located in central Ontario. The board is
comprised of a mix of over 40 urban and rural schools spanning a large geographic boundary; is
staffed by predominately white employees; serves over 15,000 students from predominately
white communities; has a small but growing population of self-identified First Nations, Inuit, and
Métis students; and has many schools located in low socio-economic areas and/or rural areas.
The vision and mission statements of the board reflect a student-centered approach relying on the
collective strengths of staff and volunteers, and communicating values of learning, collaboration,
shared responsibility, and mutual respect (LLDSB, n.d.a). Equity and inclusion are key priorities
operationalized at the system level by the Equity Team (anonymized) (LLDSB, n.d.b), guided by
legislative and policy frameworks including the Ontario Human Rights Code (Ontario Human
Rights Commission, n.d.) and Ontario’s Education Equity Action Plan (Government of Ontario,
2017). The board’s well-being framework adopts a holistic view of the individual that blends a
Western developmental framework with the First Nations medicine wheel quadrants of mind,
body, spirit, and emotions (LLDSB, n.d.c).
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Organizational History
The purpose of public education has been theorized and debated within societies
throughout history, subject to the social, political, and economic influences of the day (Gutek,
2013). From a Eurocentric perspective, the mandate of K-12 public education systems over the
last 125 years has been to educate students through delivery of the curriculum (Fullan, 2019).
Critical and Indigenous scholars challenge this view, conceptualizing schools as sites of
reproduction or change, domination or liberation, cognitive and cultural imperialism or
decolonization (Battiste, 2013; Freire, 1998; Lopez, 2020; Rexhepi & Torres, 2011).
Increasingly, political leaders (Office of the Premier, 2020; Tasker, 2020) and the broader public
(Donsky, 2017; Harris, 2020) acknowledge that social institutions are founded upon the legacies
of systemic racism (School Mental Health Ontario, n.d.), white supremacy (Love, 2016), and
colonial ideologies (Battiste, 2013). Interrelated with these dominant systems is a socio-political
and economic paradigm known as neoliberalism that “privileges market-based decisions over all
other forms of decision-making, along with individual competition” (Hursh & Martina, 2016, p.
190). Once considered a public good, critical theorists argue that neoliberalism has redefined
education as a tool to enhance competitiveness in global markets that exploit people for
corporate profit (Apple, 2016; Gutek, 2013). The effects of neoliberal policies on public
education in Ontario over the last four decades are well documented (Fullan & Gallagher, 2020;
Sattler, 2012). Under these pressures, school boards have faced deep funding cuts, while at the
same time being held to stricter standardization and accountability measures (Sattler, 2012).
Organizational Structure
The organizational structure of school boards in Ontario can be described by Mintzberg’s
(1979) model that places the operating core at its base (teachers in schools), the administrative
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component in the middle (school principals, middle managers), and the strategic apex at the top
(board of trustees, senior leadership team). The technostructure (human resources,
communications, financial management, task forces) and support staff (consultants, professional
services, technology services, secretaries, and other school staff) are connected to all other
components of the organization. Mintzberg further classifies school boards as professional
bureaucracies, organizations that employ large numbers of highly educated professionals
responsible for core functions. In such organizations, professional training and indoctrination are
the primary control mechanisms (Mintzberg, 1979). The organizational structure and operating
framework of LLDSB is summarized in Figure 1.
Figure 1
Organizational Structure and Operating Framework for LLDSB

Note. Figure reproduced from LLDSB 2021/2022 organizational charts (LLDSB, 2021).
Organizational Approaches to Leadership
The conditioning effects of colonial, neocolonial, and neoliberal influences on public
education systems have resulted in Western ways of knowing (technical-rational, mechanisticreductionist), organizing (hierarchical), and leading (leader-centric), holding predominate value
and authority within school and school board cultures (Apple, 2016; Riveros, 2018). The same is
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true at LLDSB where leadership approaches are informed by a version of transformational
leadership contained in the Ontario Leadership Framework (OLF) (Leithwood, 2012; The
Institute for Education Leadership, 2013). The OLF is embedded within LLDSB’s policies as a
tool to evaluate senior and aspiring leaders (LLDSB, 2015, 2019). Five leadership capacities
underpin this leadership approach including setting goals and aligning resources with priorities,
promoting collaborative learning cultures, and engaging in courageous conversations. Leaders
draw on cognitive, social, and psychological resources to enact leadership practices including
building relationships and developing people (The Institute for Education Leadership, 2013).
The director of education at LLDSB demonstrates transformational leadership by setting
long-term strategic direction and regularly communicating with staff, students, and families
through face-to-face interactions and electronic letters containing messages of encouragement,
gratitude, and statements about values, goals, and priorities. This approach is replicated by senior
leaders, middle managers, and school principals. While leadership is attached to positional
authority at LLDSB, formal leaders strive to act collaboratively, embracing ways to include the
voices and contributions of others in school and system improvement efforts.
The SSW Team at LLDSB
At LLDSB, SSWs are directly supervised by the Manager of Social Work Services
(anonymized). This unit is overseen by a superintendent whose portfolio includes mental health,
well-being, and safe schools. The team is comprised of over 10 full-time clinicians, most of
whom are Registered Social Workers (RSWs) with the Ontario College of Social Workers and
Social Service Workers (OCSWSSW). According to the job description (LLDSB, n.d.d), direct
service responsibilities include providing evidence-based mental health interventions for students
across the tiers of intervention, psychoeducational workshops, classroom-based interventions,
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attendance support, system navigation, and crisis response. Indirect service responsibilities
include advocacy, capacity building with school staff, administrators, parents and caregivers, and
collaboration with community partners. Ongoing professional development is required.
The SSW Profession: Past, Present, and Future
The profession of school social work, like public education, has been influenced by
social, political, and economic ideologies throughout its history. The profession arose in North
America in the mid 19th century era of industrialization and urbanization. It grew out of the
charity efforts of predominately white, wealthy Christian women in America to support members
of their communities, many of whom were immigrants, facing unsafe housing and work
environments, poverty, disease, and ill health (Jennissen & Lundy, 2011). As the nature of social
work became professionalized within the context of industrial capitalism and the child welfare
movement, social workers were placed in schools as truancy officers (Lalonde & Csiernik, 2010)
and counsellors (Shaffer & Fisher, 2017). These roles drew criticism from grassroots
practitioners for abandoning the social justice focus of the profession, positioning social workers
as agents of the state responsible for ‘normalizing the citizenry’ (Chambon & Irving, 1999).
Over the last one hundred years, the role of social workers in schools has evolved to
encompass a range of activities from liaising between school, home, and community, to
advocating for marginalized student groups, to the provision of specialized clinical services
(Teasley & Richard, 2017). More recently, the concept of leadership has emerged in the school
social work research (Elswick et al., 2019). Propelled by heightened awareness of systemic
racism and oppression in public education, SSWs are called to (re)align themselves with the
values and ethics of the social work profession (Ball & Skrzypek, 2020; Daftary, 2020; Meza,
2020). These include respect for the inherent dignity and worth of persons, pursuit of social
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justice, and service to humanity (CASW, 2005). Further, SSWs are called to draw on established
social work competencies such as supporting and enhancing diversity by addressing structural
sources of inequity, participating in policy analysis and development, and engaging in
organizational and societal systems change (CASWE, 2014). I strive to align my practice with
this vision of SSW leadership by seeking out leadership opportunities at the local level and by
participating in provincial efforts to affect systems change. However, for reasons that are
explored in later sections of the OIP, this comprehensive view of an SSW’s role and
responsibilities may not be held by all members of the SSW team at LLDSB and is not currently
within the awareness of the broader system. This contextual feature of the problem requires
consideration when developing proposed solutions to the PoP.
The organizational context was described for both LLDSB and the SSW team. The
current social and political ethos, driven by attention to anti-Black and anti-Indigenous racism,
climate concerns, and growing awareness of social inequities magnified by the COVID-19
pandemic, has created the conditions for change wherein the complexities of the PoP can be
addressed. LLDSB’s commitment to collective strengths and collaboration in its vision and
mission statements, in addition to its endorsement of the OLF which promotes collaborative
learning cultures and engaging in courageous conversations, provides a bridge to my leadership
position, lens, and theoretical stance described next.
Leadership Position and Lens Statement
This section discusses my leadership position and lens, personal agency, and role within
the change process. I elaborate on my identity as a white social worker and leader grounded in a
critically oriented transformational leadership approach. Critical social work perspectives draw
on anti-oppressive, anti-racist, feminist, queer, post-modernist, post-colonial, and post-structural

8
thought to oppose interlocking systems of oppression and to advance the critical social justice
agenda (Asakura et al., 2020; Harrison et al., 2016; Heron, 2005). Similarly, critical leadership
perspectives are defined by “a concern to critique the power relations and identity constructions
through which leadership dynamics are often reproduced, frequently rationalized, sometimes
resisted and occasionally transformed” (Collinson, 2011, p. 181). Such approaches adopt a
practice ontology that takes as its focus “praxis, practitioner and practice” (Carroll et al., 2008, p.
363). From this perspective, leadership is described as situated, relational, and embodied rather
than simply the property, characteristic, or trait of an individual (Knights, 2019). Aesthetic and
affective elements are considered as part of leadership praxis (Knights, 2019; Ladkin, 2008).
Locating Self Within Leadership Praxis
A critical approach to leadership requires that I continually examine issues of power,
privilege, and their impacts on how and who I am engaged in leader-follower relationships with
(Sinclair & Evans, 2019). As a privileged social work practitioner and leader committed to
decolonial, anti-racist, and anti-oppressive goals, self-reflexivity (Heron, 2005; Martin-Cuellar,
2018) and reflective practice (D’Cruz et al., 2007) are foundational capacities to nurture in my
leadership praxis. This leadership lens requires that I examine my privileged position within the
context of colonial systems and practices, to learn and unlearn, to challenge oppression, and
work toward emancipatory goals (Battiste, 2013; Lopez, 2020). This ongoing process involves
developing a critical consciousness about the ways that I have internalized and participate in
upholding colonial systems and oppressive structures and reflecting on how coloniality continues
to manifest in education, schooling, and my practice as a social worker and leader (Hurley &
Taiwo, 2019; Lopez, 2020). In addition to the capacity for self-reflexivity and reflective practice,
a critically oriented transformational leadership approach requires that I have a strong sense of
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identity grounded in personal beliefs and values, and I must possess the moral courage to act in
the face of injustice (Bass & Steidlmeier, 1999; Shields, 2011).
The preceding discussion prompts the following reflection. As a Registered Social
Worker (RSW), I am keenly aware of my commitment to the aims and values of my profession
(CASW, 2005; OCSWSSW, 2018). My professional ethics and values reflect my personal values
of inclusion, collaboration, respect for the dignity and worth of every person, service to
humanity, and a commitment to advancing justice for all. As a second and fourth generation
settler of European descent, and as a white, middle-class, able-bodied, married, and cis-gendered
woman, I am cognizant that I have access to power and privilege resulting from my identity and
social location that other change agents may not. Shah (2018) asserted that “privileged leaders
have an important role to play in transforming inequitable and oppressive schooling practices,
policies, discourses, and relationships” (p. 28). While I may not possess positional authority as a
frontline practitioner, I am committed to using my multiple positionalities within and beyond my
organization to strive toward allyship and toward becoming an accomplice and co-conspirator
with equity-deserving and sovereignty-seeking groups.
Reflecting on a brief bio that I wrote for myself three years ago, I am reminded of
Apple’s (2016) notion of the critical scholar-activist to further describe my leadership philosophy
and lens in education. I wrote:
Stefani is passionate about the power and potential of public education to create social
and ecological justice and sustainable well-being for all. She is inspired by divergent and
disruptive thinkers and is committed to ongoing learning and action to shift the
paradigms that underpin our social, political, and economic institutions toward a future of
mutual flourishing.
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Apple (2016) identified nine tasks of the critical scholar activist including, creating
spaces of possible action; keeping traditions of radical and progressive work alive; blending
research and activism to challenge inequalities; and making use of privilege. This commitment to
critical leadership demands that I use my voice to challenge oppressive words and actions when
they occur. It demands that I continuously interrogate my own and colleagues’ biases and
assumptions to better support students affected by deficit thinking, racism, homophobia, and
other forms of oppression (Shields et al., 2018). It requires that I actively bring equity to the
forefront of agendas by asking questions such as who benefits and who is disadvantaged? It
requires explicit articulation of taken-for-granted assumptions about the very purpose of
education. And at times it demands that I give up my own privileged position, stepping back to
create space and to elevate diverse voices (Lopez, 2020).
Leadership for social justice and social change is a dynamic and complex undertaking. In
critical theorizing, the concept of the dialectic can be used to navigate the tensions inherent in
assuming the role of leader (Collinson, 2014). With respect to the PoP, the tension lies between a
leader-driven vision for change rooted in social justice goals, and the collaborative, egalitarian
principles of anti-oppressive and decolonizing praxis. According to Bass (1990),
“transformational leaders inspire, energize, and intellectually stimulate their [followers]” (p. 19),
elevating concerns for achievement, self-actualization, and the well-being of others and society
(Bass, 1999). Transformational leaders demonstrate creative insight, persistence, intuition, and
sensitivity to the needs of others (Bass & Avolio, 1993). Transformational leadership has been
criticized for its potential for abuse through manipulation and unethical leadership behaviours
(Delaney & Spoelstra, 2019). However, the roots of transformational leadership in the original
writing of Burns (1978) are radical, concerned with transformative themes including morality,
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social sources of leadership, and even revolutionary leadership (Shields, 2011). Thus, a feature
of my role as a critically oriented transformational leader is to use my privilege and various
positionalities to disrupt, disturb, act, and engage others in a collective effort to transform the
status quo toward a more equitable and just future state for staff and students at LLDSB.
Leadership Agency and Role in the Change Process
My leadership agency within the context of the PoP is multi-faceted given my unique
combination of frontline and systems-leadership experiences, my various formal and informal
roles within LLDSB, and my involvement in several influential provincial groups. My role as
president of the local bargaining unit enables me to exercise a critical transformational approach
to disrupt oppressive discourses, challenge dominant hegemonies, and engage senior leadership,
middle management, and my colleagues in ongoing dialogue and a compelling vision for change.
My position is aided by membership in the provincial union network, School Mental Health
Ontario (SMHO) working groups, and the Ontario Association of Social Workers (OASW)
School Social Work Advisory Group (SSWAG), all of which have intensified their focus on antioppression, anti-racism, and decolonizing education (OASW, 2021; OSSTF / FEESO, 2021;
School and Community System of Care Collaborative, 2022). Drawing on these positionalities, I
can establish the need for change. Ehrich et al. (2020) affirms that agency to challenge the status
quo can be located within involvement in influential groups that allow for one’s voice to be ‘fed
back up’ to higher levels of leadership. Similarly, Bolman and Deal (2017) suggest that sources
of power lie in formal positions that confer a level of authority, provide access to alliances and
networks, control of agendas, and the ability to frame issues and create shared meaning.
As a member of the SSW team and as part of the professional practice leadership team, I
work in a critical and transformational manner by engaging my SSW colleagues and manager in
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collaborative conscientization and respectful dialogue, essential processes for decolonizing and
uncolonizing the educational agenda (Battiste, 2013). I promote a collegial and participative
social architecture (Bennis & Nanus, 2007) and engage colleagues in deconstructing and
reconstructing social-cultural knowledge frameworks that give rise to inequity (Lopez, 2020;
Shields, 2011). I lead by example, demonstrating commitment and determination, prioritizing
people and relationships, inspiring advocacy, and taking action to address the PoP (Bass, 1999;
Peters, 2018). In these respects, my influence is grounded in 12 years of experience as an SSW in
both clinical and systems level roles, rootedness in anti-oppressive and participatory approaches,
and my commitment to critical social work values (Meza, 2020).
Freire (1998) argued that those of us working toward emancipation and liberation through
education must be filled with life and hope for a better world, possess a capacity for struggle and
respect for difference, and seek to contribute to change through a consistent and committed
presence in the world. One must also possess an awareness and acceptance of the fact that this
presence, though special and important, is but one of many moments. In other words, we cannot
do this work alone. At the heart of critical and transformational work is the dialectical tension
between the individual and the collective; the grounding of oneself as a leader in an
emancipatory vision for change, balanced with respect for difference and attending to principles
of collaboration and collective action. This dialectical tension is further elaborated on within a
leadership framework for transformative change described fully in Chapter 2.
Leadership Problem of Practice
Having described my personal leadership position, lens, agency, and role with respect to
the change process, the problem of practice is fully articulated next. K-12 public school boards in
Ontario face unprecedented challenges within an environment of rapid change. School boards,
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including LLDSB, are under pressure to respond to the impacts of colonialism, systemic racism,
and oppression facing diverse student populations (Nasser, 2021; Walji, 2020). Increasingly,
student and staff mental health concerns (CAMH, 2018; Lemieux, 2016), student disengagement
from school (CBC News, 2019; Whitnall, 2019), and changing student needs (Mcquigge, 2019)
are also significant issues. What’s more, these challenges are occurring within the context of a
global pandemic, grave environmental concerns, humanitarian crises, and political instability
throughout the world (Fullan & Gallagher, 2020). Against the backdrop of historical and
contemporary injustices perpetuated by the Western colonial worldview, these factors create an
urgent imperative for change. The complexity of these issues within a climate of austerity driven
by market-based logic necessitates the maximization of human and social capital (Davies &
Bansel, 2007; Sattler, 2012). Ontario school boards require the expertise and skills of all staff in
their efforts to provide a just education experience for all students. Further, this collective work
must stem from the capacity to critically deconstruct the key priorities of equity, well-being, and
achievement toward decolonial, anti-racist, and anti-oppressive approaches to educational
structures, policies, practices, and leadership (Lopez, 2020).
Qualities of the social work profession including a person-in-environment perspective,
social justice focus, and collaborative practice stance (Chambon & Irving, 1999; Scott, 2017;
Taylor et al., 2016), ideally position SSWs to support transformative work in education. Yet,
SSWs are often underutilized resources within education environments (Sherman, 2016). The
pervasive neoliberal context of public education, combined with the historical features of the
SSW profession, are significant features of the PoP. These factors are further explored in the
factors framing section. As a former Mental Health Lead and current SSW, the problem of
practice that I will address is the underutilization of SSWs as leaders and change partners to
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support transformative equity and well-being work toward decolonizing and uncolonizing
educational spaces and dismantling systemic barriers for the benefit of all students at LLDSB.
Current Organizational State
According to Fullan and Gallagher (2020), “as far as Ontario is concerned – and virtually
everywhere else – it doesn’t yet know how to effectively integrate excellence, equity, and wellbeing” (p. 131). At LLDSB, the effect of this current state gives rise to the PoP; the
underutilization of SSWs’ potential within the board’s efforts to address its key priorities. SSWs
struggle with perceptions of role ambiguity (Peckover et al., 2013), professional marginalization
(Sherman, 2016), and often work in isolation from other educational staff (Franklin et al., 2009).
Despite the team’s expertise in areas such as equity, clinical intervention, and trauma-informed
practices, SSWs remain positioned as ‘friendly visitors’ and lack opportunities to meaningfully
contribute to the goals of the organization in a collaborative, interprofessional manner. The
current state represents a risk to the organization because the expectation for identity-affirming
and evidence-based mental health supports in Ontario schools is only intensifying (School and
Community System of Care Collaborative, 2022).
Desired Organizational State
Leadership is essential to transforming inequities at the personal, school, and system level
(Fullan & Gallagher, 2020). A growing body of scholarship argues that SSWs are ideally
equipped to be leveraged as leaders and change partners in these efforts (Cox et al., 2020;
Elswick et al., 2019; Forenza & Eckhardt, 2020; Stone, 2017). The desired state upon realization
of the OIP is enhanced mobilization, engagement, and empowerment of SSWs at LLDSB in
fulfilling its strategic vision of teaching and learning aligned with safe and accepting schools and
student well-being, through the lens of decolonial, anti-racist, and anti-oppressive goals.
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Framing the Problem of Practice
Having articulated an authentic, relevant, and researchable PoP that stands to contribute
to enhanced organizational functioning at LLDSB and to a more equitable learning experience
for all students (Western University, 2016), I further explore the problem through Bolman and
Deal’s (2017) four frames: the structural, human resource, political, and symbolic. Each of these
frames provides a lens through which to view or ‘reframe’ an organization, together providing a
wholistic understanding of organizational dynamics, challenges, and opportunities. A critical
theoretical lens is applied throughout the discussion. In addition to the analysis using Bolman
and Deal’s (2017) framework, the results of a political, economic, social, technological,
environmental, and legal (PESTEL) analysis (Deszca et al., 2020) are found in Appendix A. In
particular, the PESTEL analysis highlights the strong social and political factors driving the PoP
including the racial justice movement, the decolonizing goals of sovereignty-seeking groups, the
impacts of the ongoing COVID-19 pandemic, and increased funding for school mental health.
The Structural Frame
Bolman and Deal (2017) describe the structure of an organization as the architecture that
facilitates pursuit of strategic goals. A challenge in complex, hierarchical organizations like
school boards is often a lack of sufficient communication channels that can lead to a silo
mentality and result in conflict, redundancy, and waste (Alves & Meneses, 2018; Short et al.,
2018). At LLDSB, strategic priorities such as mental health and equity are often pursued in silos,
a reflection of the Ministry of Education’s historically siloed approach to its core priorities:
achievement, equity, and well-being (Government of Ontario, 2014a). Such an approach often
leads to disjointed initiatives, creates competition between strategic goals (Fullan & Gallagher,
2020), and results in initiative fatigue or burn-out (OSSTF/FEESO, n.d.). At LLDSB, these
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conditions manifest as a lack of communication and collaboration between the SSW team,
curriculum services, the equity department, school administrators, and educators to integrate
mental health with equity-focused, trauma-informed principles for teaching and learning (Venet,
2021). Rather, school staff are overwhelmed with resources that often fail to reach the student
desk or to make a significant impact on practice.
From a critical perspective, the siloed structure of the organization combined with
neoliberal approaches to key priorities, reflective of the status quo in Ontario education, often
(re)produces the very inequities and systemic barriers that these priorities seek to rectify. Mental
health supports and a conceptualization of equity based in the inclusion and diversity discourse,
are viewed primarily as tools to achieve a Euro-centric view of academic achievement and
student success (Lopez, 2020). The effects of the status quo at LLDSB leaves systemic factors
embedded within oppressive and colonial structures and practices largely unaddressed; keeps the
professional skills, knowledge, and practice orientations of SSWs on the sidelines; and renders
the possibility of truly transformative work out of reach.
The Human Resource Frame
The human resource frame focuses on people and relationships within the organization
(Bolman & Deal, 2017). This frame assumes that people and organizations need each other.
When the fit is poor, one or both suffer. When the fit is good, both people and organizations
benefit (Bolman & Deal, 2017). It is well documented that SSWs struggle with issues of identity
and legitimacy due to existing in the ‘host’ setting of education (Forenza & Eckert, 2017;
Teasley, 2018). In my experience at LLDSB, it is not uncommon to hear from school staff that
nobody really knows what the SSW does (Daftary, 2020). These challenges are compounded by
the lack of a commonly implemented provincial framework for SSWs. As a result, there is

17
variation in how the role is enacted within LLDSB and across the province, which may give rise
to the perception that SSWs are less trained and knowledgeable than other educational
professionals (Daftary, 2020; Sherman, 2016). Despite increasing professionalization and expert
levels of knowledge about key issues affecting schools such as trauma-informed practices,
social-emotional development and learning, restorative practices, and critical social justice
leadership perspectives (Huxtable, 2013), SSWs continue to grapple with issues of respect and
perceptions of role ambiguity at all levels of the education system (Peckover, et al., 2013;
Sherman, 2016).
Challenges in the human resource frame are reinforced by the ‘silo effect’ discussed in
the structural frame. This effect is not a unique feature of LLDSB. Rather, it is a product of a
public education system founded upon Western colonial values that privilege efficiency and
individualism over interdependence and collective action (Lopez, 2020). In LLDSB, this feature
manifests culturally in the language of ‘staying in your lane’ or ‘not being in my wheelhouse’. I
have encountered these phrases frequently when speaking with various staff members throughout
the organization. When I suggest working together in a more interdisciplinary way, the
suggestion often results in an enhanced sense of mutual respect and trust, increased
communication, enhanced flexibility, and an openness to ‘out of the box’ thinking that ultimately
improves student outcomes (Iachini et al., 2018).
The Symbolic Frame
Culture can be defined as “the accumulated shared learning of [a] group as it solves its
problems of external adaptation and internal integration” that forms “a pattern or system of
beliefs, values, and behavioral norms that come to be taken for granted” (Schein, 2017, p. 6). At
LLDSB, the SSW role reflects the history of the profession that began with the ‘friendly visitor’
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and truancy officer roles of the 19th century (Lalonde & Csiernik, 2010; Shaffer & Fisher, 2017).
SSWs in LLDSB are still called attendance counsellors, a name associated with a diminished
sense of affiliation to the profession of social work (Lalonde & Csiernik, 2010). The legacy of
this history is that SSWs struggle for control over their work (Jennissen & Lundy, 2011) and
often work in isolation within schools because they are primarily valued as individual
interventionists (Franklin et al., 2009). Opportunities to participate in staff meetings, school- and
system-improvement efforts, may be inconsistent or non-existent. This focus on individual
intervention within the education environment is also associated with SSWS holding a
diminished sense of connection to the social justice orientation of the SSW profession (Forenza
& Eckhardt, 2020).
At LLDSB, the challenges described above manifest in multiple ways. In my experience,
it is not uncommon to arrive at a school and be told by school administration or well-meaning
educators which students ‘need to be seen’ that day. Due to the history of the role in the board
and a lack of understanding about the profession of social work, it is also not uncommon for
school administrators and educators to formulate their own assessments about students’
challenges and what interventions need to occur. This dynamic gives rise to an expectation that
students are sent to the SSW to be ‘fixed’. When these efforts inevitably fail to meet
expectations, views about professional legitimacy are reinforced. The net effect of these
historically based ideas about SSWs is that the professional training, perspectives, insights,
knowledge, assessment abilities, intervention skills, and dynamic capacities of the SSW remain
undervalued and underutilized within schools and the system more broadly (Sherman, 2016).
Undervaluation as regulated health professionals is concretely expressed through the pay-gap
between SSWs and other professional support staff (LLDSB, 2021).
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The Political Frame
The political frame attends to issues of power, conflict, and coalition, viewing
organizations as “roiling arenas, hosting ongoing contests arising from individual and group
interests” (Bolman & Deal, 2017, p. 184). SSWs bring an ethical perspective to their work
grounded in the Social Work Code of Ethics that holds; respect for the inherent dignity and
worth of persons, pursuit of social justice, service to humanity, integrity in professional practice,
and competence (CASW, 2005). Social workers are trained in knowledge of human development
across the lifespan, an ecological person-in-environment perspective, and hold as their core
mission the creation of a more just society (Chambon & Irving, 1999; Elswick et al., 2019). As
such, SSWs often hold a worldview that differs from dominant discourses in education (Franklin
et al., 2009). These views can create interdisciplinary conflict when the interventions of SSWs
are perceived to contradict the goals and agenda of education (Forenza & Eckhardt, 2020).
While challenges exist in the relationship between SSWs and the education system,
tensions between the clinical and social reform goals of the profession are also germane to the
PoP (Allen-Meares, 1993, 2006, 2013). The field of social work, including the sub-field of
school social work, has not been immune to the forces of neoliberalism (Jennissen & Lundy,
2011). As a result, there are ongoing tensions in the field between advancing social justice and
seeking status enhancement; promoting empowerment and claiming expertise; advocating for
social change and participating in social control; and adopting collaborative versus coercive
approaches (Reisch, 2019). Indeed, a common criticism from within the field itself is that the
social work profession has, over time, relinquished its social justice mission (Chambon & Irving,
1999). Stone (2017) asserted that within the context of public education, the social work agenda
has been co-opted to serve the goals of schooling. This tension is reflected in the different
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theoretical and practice stances of SSW practitioners who have taken up dominant evidencebased approaches, and those grounded in critical practice perspectives (Peters, 2017).
Further to professional tensions, the pervasive and invisible nature of neoliberalism
creates what Apple (2016) called the ‘epistemological fog’ of education. There is a collective
lack of understanding about the history and theories underpinning the concepts of equity and
social justice, leading to their redefinition through a neoliberal lens (Green, 2017; Rezai-Rashti
et al., 2017). Equity policy in Ontario education is conditioned by accountability frameworks and
defined by a focus on outcome measurements and closing achievement gaps to “maximise
productivity of the citizenry” (Rezai-Rashti et al., 2017, p. 161). This view effectively erases
racial and class inequalities. Like the concept of equity, the term social justice is often ill-defined
and takes on multiple meanings in the literature (Furman, 2012). Shah (2018) asserted that from
a positivist, neo-liberal perspective, social justice is defined through the lens of reducing costs
associated with inequities, leaving underlying structures unchallenged, and assuming uniform
wants and needs across diverse groups.
At LLDSB, the SSW team represents a mix of professional experiences and practice
orientations embedded within a view of equity and social justice predominately informed by the
neoliberal paradigm. This feature of the PoP is addressed through my leadership position and
lens, by the OIP’s leadership framework, and by the proposed solution for the OIP that will, over
time, leverage the potential of SSWs as leaders and change partners to support transformative
equity and well-being work at LLDSB.
Guiding Questions
The preceding analysis of the PoP provokes consideration of potential influences
contributing to the problem, challenges that emerge from the problem, and suggests lines of
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inquiry that inform the vision for change as well as guide the OIP through solution development
and change implementation. These considerations are explored through the four questions below.
Question 1: What are the Historical and Current States of SSW Practice in Public Schools?
Literature on the topic of school social work is predominately produced in the U.S. with a
near complete absence of Canadian scholarly literature (Lalonde & Csiernik, 2010). Thus, the
American perspective strongly influences school mental health frameworks and SSW practice
approaches in Ontario (Short, 2016). The research from the U.S. is rich, spanning many decades,
and encompassing a broad range of topics including the history of the profession (Allen-Meares,
2006, 2013); task analysis (Peckover et al., 2013); role definition (Kelly et al., 2011); practice
models (Frey et al., 2017); practice approaches (Villarreal Sosa & Nuckolls, 2018); theoretical
foundations and practice perspectives (Gherardi et al., 2020; Meza, 2020); interprofessional
collaboration frameworks (Iachini et al., 2018); and more recently, school social work leadership
(Elswick et al., 2018; Elswick et al., 2019). Prominent school social work scholars argue that the
most important role for social workers in schools today is that of ‘leader’ (Teasley & Richard,
2017). However, studies suggest that the conditioning effects of neoliberalism have increasingly
confined SSWs to clinical ‘practice behind closed doors’ (Peckover et al., 2013; Sherman, 2016).
Question 2: What Should SSW Leadership Within an Ontario School Board Look Like?
Canadian social work scholars Jennissen and Lundy (2011) argued that the social work
profession in Canada must (re)focus attention on improving solidarity, promoting social justice,
reinvigorating our theory base, and fighting for control over our work. While Canadian school
social work scholarship is lacking, a fulsome body of recent American scholarship provides
insight into how SSWs might engage in educational leadership. These leadership pathways
include: collaborating with school administrators (Scott, 2017; Sherman, 2016); creating shared
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visions and leading interdisciplinary collaboration (Franklin & Gerlach, 2006); engaging in staff
supervision, instructional collaboration, and academic leadership initiatives (Sherman, 2016);
developing programs, consulting, and building capacity of school and district staff (Teasley &
Richard, 2017); advocating for human rights and working to reduce barriers to education
(Huxtable, 2013); ensuring maximum participation of students and families in decisions affecting
them (Villarreal Sosa & Nuckolls, 2018); developing social capital (McDavitt et al., 2018); and
participating in social activism, systems and policy change (Villarreal Sosa & Nuckolls, 2018).
In addition to these possibilities for leadership, the recent racial reckoning in America that
reverberated around the world, renewed calls for critical SSW leadership centering anti-racist,
anti-oppressive, and decolonial practice approaches to advocate for students and champion
systemic change (Ball & Skrzypek, 2020; Daftary, 2020; Kelly, 2020; Meza, 2020).
Question 3: What Do SSWs Need to Effectively Lead for Transformative Change?
Huxtable (2013) suggests that SSWs need to be equipped with problem-solving skills and
resiliency to meet the challenges facing families and communities today. SSWs need to adopt
practice principles including a commitment to human rights, cultural humility, intersectionality, a
relational approach, and strengths-based perspectives (Berthold, 2015). Critical practice
perspectives need to inform SSWs’ efforts to combat systemic racism, discrimination, and
oppression (Daftary, 2020). Self-reflexive praxis is essential to this work (Meza, 2020).
Leadership capacities must include navigating and negotiating issues of power within the
education system, effectively advocating, and mobilizing resources (Teasley, 2018). Leadership
capacities also include fostering a culture of continuous professional development and utilizing
assessment and evaluation tools to engage in data-driven decision-making (Elswick et al., 2019).
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These capacities can be bolstered by developing SSWs’ educational knowledge base, and
through training in leadership, organization, and policy (Gherardi & Whittlesey-Jerome, 2018).
Question 4: What Organizational Conditions are Needed to Support the Change?
Consensus in the literature about the need for interdisciplinary collaboration in
educational systems and schools is clear however the culture of public education historically
reflects one of monodisciplinarity (McDavitt et al., 2018). Schools are regarded as primarily the
domain of teachers while other staff and professions are viewed in a supporting role. At LLDSB,
the culture of monodisciplinarity in schools prevails, pushing other professions to the periphery.
Yet, teachers increasingly identify that they struggle to support the volume and complexity of
student needs. These challenges are reflected in the most common reasons for referral to the
SSW team: anxiety, family dynamics, and self-regulation difficulties. A study investigating
perceived barriers and facilitators to SSW practice identified staff collaboration, communication,
cooperation, and attitudes as a single category that was the most common and highest ranked
facilitator of practice (Teasley et al., 2012).
While a complete examination of the preceding questions arising from the PoP is beyond
the scope of the OIP, consideration of these questions within the context of the literature
presented above informs the critical and transformative vision for change discussed next.
Leadership-Focused Vision for Change
Leadership theories and approaches vary; however, a common theme is the role of
leaders in articulating a clear vision and bringing people together toward a common purpose
(Northouse, 2019). Similar but distinct from organizational visions, change visions seek to
contribute to the overall vision of the organization but are shorter term, targeted, and identify
tangible outcomes and desired impacts (Deszca et al., 2020). Given the social justice goals of the
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OIP and my commitment to social work values, the process of developing and articulating a
vision for change must draw from all aspects of a leadership framework for transformative
change that is fully introduced in Chapter 2.
SSWs as Leaders and Change Partners
From a transformational leadership perspective, a vision for change engages individuals
in participating positively in the change process by drawing on higher-order values and inspiring
individuals to contribute toward an idealized future state (Bass, 1999; Bennis & Nanus, 2007). A
transformational vision attends to the emotional needs of individuals and is concerned with
developing people’s full potential (Avolio, 1999). In these respects, a vision for change
imagining SSWs at LLDSB empowered, mobilized, and engaged across a full scope of practice
grounded in critical social work perspectives, represents the leader-driven side of the dialectic.
This vision seeks to elevate the sense of professional identity, self-efficacy, and perceived value
of SSWs at LLDSB within a call to return to our social justice roots. Further, the vision aspires to
position SSWs as fully integrated members of the education community in its efforts to create a
more equitable and just education experience for all students.
Features of the Current Organizational State and Change Drivers
Several features of the current organizational state influence and represent challenges to
realizing the proposed vision for change. At LLDSB, SSWs are still primarily viewed as
individual interventionists and most of their work is conducted in an office apart from the
broader school community. At the system level, SSWs are largely excluded from policy work,
system planning and improvement efforts. Further, SSWs at LLDSB have few opportunities to
interact with colleagues from other departments, reifying the norm of SSWs practicing in
isolation from and potentially in conflict with other educational staff. At the school level, SSWs
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are often excluded from staff meetings, policy decisions such as those related to school
discipline, and school improvement planning.
Despite the above challenges, internal change drivers do exist, the most significant of
which is a new director of education who demonstrates a strong commitment to equity and wellbeing through an anti-oppressive lens. Under his direction, several initiatives are underway
including system-wide education in the history of coloniality in Canada and its contemporary
impacts on Indigenous students and communities. Another key initiative is the development of a
system level equity team tasked with implementing board wide equity projects. These projects
include reviewing and expanding school libraries and curriculum materials to be more inclusive,
ensuring menstrual equity in school buildings, increasing awareness and recognition of diverse
cultures in official board communications, and conducting staff and student censuses to assist
with data-driven decision-making. In addition to a restructured senior team, middle managers
and central staff have demonstrated an openness to greater inclusion of SSWs at the school and
system level. For example, managers of the professional services groups are working toward a
more interdisciplinary approach to collective work; curriculum consultants were recently invited
to participate in a training with SSWs; SSWs have been engaged in supporting system level
training; and opportunities to participate in board equity team projects are open to SSWs. These
trends may represent opportunities for enhanced participation of SSWs in developing system
capacity and shaping direction with respect to transformative equity and well-being work.
While opportunities for greater participation of SSWs may be emerging, the fact that
SSWs at LLDSB represent a range of professional practice orientations and areas of expertise
poses a challenge to realizing the change vision. There may be differences of opinion on the
team about what the nature of our role ought to be. In this respect, a significant external change
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driver is the influence and mandate of School Mental Health Ontario (SMHO), the organization
tasked by the Ministry of Education with shaping the direction and increasing the capacity of
SSW teams across the province. These shifts create the imperative for developing a stronger
sense of professional identity through improved knowledge and practice skills and may
contribute to enhanced legitimacy within the host setting of education. A second external change
driver linked to team identity is the emerging collaboration between SMHO and the OASW. The
OASW is a strong voice for social work across the province and current leadership is determined
in their commitment to deepening SSW knowledge and skills related to anti-racist, antioppressive, and decolonial efforts. This work further illuminates the leadership potential and role
that SSWs could and should play in partnership with the broader educational community in
engaging, dismantling, and changing oppressive systems, structures, and practices in K-12
education in Ontario (OASW, 2021).
Toward the Idealized Future State: Priorities for Change
Sherman (2016) argued that amidst the challenges facing public education today, social
workers must redefine their roles within schools and pursue leadership roles within education
systems. In response to this challenge, Gherardi and Whittlesey-Jerome (2018) posit a
transformative vision for change that shifts SSWs’ traditional practice in and for schools to
practice with schools. The social work in schools model positions SSWs as service providers
within the ‘host’ setting of education (Beddoe, 2019). Social work for schools, positions SSWs
as insider employees whose purpose is to serve specific organizational needs such as attendance
management or program coordination. In contrast, a vision of social work with schools positions
SSWs as partners in education whose primary task is to support the needs of all students through
integrating social work knowledge, values, and skills into educational practices and policies.
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Under this model, SSWs are fully integrated with the education system and take on leadership
roles including consultant, policy analyst, reformer, referral and resource coordinator, and
intervention expert (Gherardi and Whittlesey-Jerome, 2018).
The vision of SSW practice with schools is needed now more than ever (Kelly, 2020).
Education systems are grappling with increasingly complex personal challenges facing students
and their families that can be compounded by school factors including ineffective classroom
management, and unaddressed bullying and prejudice (Huxtable, 2013). Social workers receive
specific education and training on issues of social justice, power, privilege, and oppression that
many teachers do not (Daftary, 2020). A key question then, is how to promote a more
interdisciplinary and collaborative culture in which the full potential of SSWs to support
transformative work in education can be realized? Aligned with the notion of a paradigm shift
(Meadows, 2008), the literature suggests that effective organizational learning involving
opportunities for meaningful participation and the reconstruction of mental models and
professional knowledge, are key to sustained change (Belle, 2016; Hannay et al., 2013). As
priorities for change, SSWs at LLDSB require opportunities for ongoing professional
development relevant to taking up roles as leaders, experts, and partners in transformative equity
and well-being work, as well as opportunities to participate fully with their colleagues across
different staffing groups as leaders and partners in transformative educational change processes.
The above section developed a leader-driven transformational change vision for the OIP,
rooted in social justice and decolonial goals. Interwoven with this transformational vision, the
collaborative, egalitarian side of the dialectic must be firmly at the heart of how I engage my
team members and colleagues as a social worker and change agent. By entering ethical dialogical
spaces where room for difference and pursuing personal agendas is respected, embraced, and
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potentially transcended, possibilities for collective emancipation and liberation arise (Lopez,
2020). The participatory and emergent nature of this aspect of the change vision necessitates
further exploration as part of the change process itself, described in Chapter 2.
Organizational Readiness
Having discussed the change vision, an investigation into the organization’s readiness for
change is needed. Assessing readiness for change is critical because a change initiator may see
and understand the need for change, however other key groups within the organization may not
yet recognize the need or believe that action is required (Deszca et al., 2020). A force field
analysis (Figure 2) and a change participant analysis are used to assess change readiness. These
tools assist the change leader in understanding the people, systems, and structures that make up
an organization and how these elements interact under certain pressures.
Figure 2
Force Field Analysis
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Note. Analysis tool adapted from Organizational Change: An Action-Oriented Toolkit, (4th ed.,
p. 210), by G. Deszca, C. Ingols, & T. F. Cawsey, 2020, SAGE. Copyright 2020 by SAGE
Publications, Inc.
A force field analysis (Figure 2) analyzes forces for and against change (Deszca et al.,
2020). This part of the analysis reveals factors restraining change including challenges associated
with the COVID-19 pandemic and elements rooted in the organizational history and culture
impacting the SSW team. However, Figure 2 also demonstrates a broad range of internal and
external driving forces linked to the urgency of the present moment prompted by significant
societal events that provide the imperative to move change forward.
The second step in assessing change readiness is a change participant analysis that aids
the change agent in identifying influential individuals or groups impacted by the change and
determining how to work with them to “make them more positive to the notion of change”
(Deszca et al., 2020, p. 209). A change participant analysis comprises two parts. The first part is
the creation of a visual map (Appendix B) depicting relationships and power dynamics between
key groups (directional arrows, groupings), their positions relative to the change agent (central
connector, boundary spanner, information broker, peripheral specialist), and their specific issues
or needs (Deszca et al., 2020). The map reveals the rich connections and avenues of influence
that I might draw upon to engage other organizational actors in both a transformational and
collaborative vision for change. My involvement as a member of the professional practice
leadership team provides a formal opportunity to collaborate with other leaders on the SSW team
to enhance critical consciousness and facilitate the co-creation of a greater sense of professional
identity, self-efficacy, and direction amongst teammates. In this respect, I am aided by
knowledge and information gleaned through my involvement and connection to influential
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provincial networks and groups such as SMHO, the OASW, and my union including the
provincial caucus for bargaining unit presidents. Indeed, Deszca et al. (2020) identify that having
a transformational vision based on higher-order values, a leader to champion the change,
identifying shared goals and methods for achieving them, and using information and data, are all
approaches to heighten awareness of the need to change across the organization.
The second step of change participant analysis plots key participants within a chart
(Table 1) identifying their change readiness across dimensions such as predisposition to change,
current commitment profile, and their position on a change continuum. This part of the analysis
highlights potential stumbling blocks in change readiness. Specifically, change perceived as
threatening to individuals can generate resistance (Deszca et al., 2020). Some longstanding
members of the SSW team, who have worked with many different managers and experienced
many change initiatives over the years, might be opposed to change and/or concerned about
implications for their role. These members have well-established relationships with other key
participants who hold formal and informal positions of power such as school administrators,
consultants, and other central board staff. In contrast, some long serving and new team members
might be dissatisfied with the status quo, a driver of change (Deszca et al., 2020). There has also
been a significant leadership change over the last few years. These changes include a new
director of education with a strong equity focus, and a new manager who has moved several
change initiatives forward such as the redesign of referral and documentation processes, clinical
capacity building, and increased involvement of the team in system-wide capacity development.
The manager has also taken steps to strengthen the team’s equity lens through explicit
discussions and trainings on the topic, and inclusion of language on anti-racist and antioppressive practice in the SSW job description (LLDSB, n.d.d.).
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Table 1
Analysis of Change Participant Readiness to Take Action
Change
Participant Name

Pre-disposition to change
(innovator, early adopter, early
majority, late majority)
Current commitment profile
(resistant, ambivalent, neutral,
supportive, or committed)

SSW Manager
Professional
Practice Leadership
Team
SSW team members
(supportive)
SSW team members
(neutral/ambivalent)
Superintendent of
Mental Health
Director of
Education

Innovator; committed
Innovators; early adopters,
supportive

X

X

Early majority; supportive

X

X

Late majority; ambivalent,
neutral
Innovator; committed

Aware

Interested Desiring Taking
Change Action

X

X

Innovator; committed

X
X

Note. Analysis tool adapted from Organizational Change: An Action-Oriented Toolkit, (4th ed.,
p. 218), by G. Deszca, C. Ingols, & T. F. Cawsey, 2020, SAGE. Copyright 2020 by SAGE
Publications, Inc. I have replaced the term ‘stakeholder’ with ‘change participant’ due to the
former’s colonial implications and other concerns with its use (Joseph, 2012; Sharfstein, 2016).
Taken together, the force field analysis and change participant analysis provide a picture
of change readiness. Based on the analyses conducted above, the political and social drivers for
change appear strong (Nasser, 2021; Walji, 2020). However, established workplace cultures,
group norms, and informal leadership patterns can be difficult to shift (Schein, 2017). Recent
changes in senior leadership, management, and SSW team members at LLDSB create
favourability for change given predispositions for innovation and a focus on equity and wellbeing (Deszca et al., 2020). However, team history and challenges related to the COVID-19
pandemic need to be considered in terms of change participants’ preparedness for change.
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Chapter Summary
Chapter 1 identified a clear gap affecting organizational performance at LLDSB, the
underutilization of SSWs as leaders and change partners at a time when transformative change is
needed. A description of the organizational context of the PoP within a public education system
strongly influenced by neoliberal values was presented. The problem was further explored
through a PESTEL analysis (Deszca et al., 2020), Bolman and Deal’s (2017) four frames, and a
critical theoretical lens. Guiding questions related to the role of the SSW and the organizational
conditions required for change were investigated and used to inform a robust leader-driven
transformational change vision. An analysis of organizational readiness suggests that there are
several external and internal change drivers increasing favourability for change. However, the
complexities of the PoP combined with the diffuse, predominately informal leadership
positionalities that I hold within the organization inform the development of the leadership
approaches to change and the potential solutions presented in the following chapter.
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Chapter 2: Planning and Development
The preceding chapter developed a vision for change requiring organizational actors to
become aware of and challenge dominant discourses and hegemonies in public education. This
chapter builds on the analysis of the PoP and change readiness findings presented in Chapter 1
by articulating elements of the change planning and development process. A leadership
framework for transformative change, drawing from both critical and dominant leadership
perspectives, will propel change within LLDSB, enabling SSWs to access their full potential as
leaders and change partners. The change path model (CPM) (Deszca et al., 2020) and Gentile’s
(2010, 2017) giving voice to values (GVV) program form the framework for leading change. The
change framework’s alignment with the OIP’s leadership framework is discussed. Nadler and
Tushman’s (1980, 1989) congruence model is used to perform an organizational analysis out of
which four possible solutions to the PoP emerge and are explored. The preferred solution is
discussed. Finally, attention is given to issues of ethics, equity, social justice, and decolonization
within the context of the OIP. A critical theoretical paradigm is woven throughout the chapter.
Leadership Approach to Change
Educational researchers representing dominant Western views are beginning to recognize
what critical educational scholars have said for decades; educational leadership needs to centre
equity and social justice (Apple, 2016; Fullan & Gallagher, 2020; Furman, 2012; LadsonBillings & Tate, 1995). Such approaches must attend to both the goal of social justice as well as
to the conditions and processes needed to realize this goal within educational contexts (Shah,
2018). Critical leadership perspectives are essential given the disproportionately white workforce
within public education systems (Canadian Institute for Health Research, 2018; Salsberg et al.,
2017; Turner, 2014) and within the field of school social work (Villarreal Sosa, 2022). Indeed,
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there is evidence of nuanced racism and whiteness existing within social work discourses
(Bridges Patrick, 2020).
Several critical educational leadership theories exist including Shields’ (2011) wellknown theory of transformative leadership. Shields (2011) compares transformative leadership to
dominant transformational leadership theories; the key difference being in transformational
leadership’s focus on efficiency and effectiveness via attention to organizational culture, setting
direction, developing people, and redesigning the organization versus transformative leadership’s
primary focus on social transformation via attention to equity, inclusion, and social justice.
While tenets of transformative leadership such as effecting deep and equitable change and
demonstrating moral courage certainly align with the goals of the OIP, vital elements such as an
explicit focus on the impacts of colonialism in the context of Ontario schools and an iterative
praxis approach, are missing. Shields (2011) highlighted the importance of selecting a name or
theory to guide and ground one’s leadership practice. Shields (2011) further stated that given the
degree of overlap between leadership theories, “it is the qualities of the leader and [their] beliefs,
values, and practices that are of paramount importance” (p. 1). The preceding statement
encouraged me to construct a leadership framework specific to my identity as a school social
worker and specific to the unique context and elements of the problem at hand. Jones and
Jackson’s (2019) assertion that rather than replacing traditional leadership approaches, critical
perspectives can enhance and complement them, sparked thinking about the value of a dialectical
treatment of dominant (transformational) and critical (transformative) approaches to forge a
dynamic leadership identity capable of addressing the PoP at LLDSB.
As introduced in Chapter 1 and as further explained above, I argue that a leadership
framework drawing on dominant and critical perspectives is needed to fulsomely address the
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complexities of the PoP and to achieve the transformative goals of the OIP. While a Western,
colonial worldview valuing hierarchy, meritocracy, and leader-centrism tends to prevail as the
taken-for-granted status quo in public education, it is not without critique. Critical educational
scholars challenge the theoretical underpinnings and assumptions of dominant leadership
research, including an over-emphasis on the school leader as primary change agent (Gobby,
2016; Riveros, 2018). This criticism reflects a growing awareness within the broader leadership
field that traditional top-down leadership theories are too simplistic and leader-centric to address
the complexity and non-linear nature of organizations (Lichtenstein et al., 2006). In contrast to
dominant perspectives, critical theories illuminate how leadership can emerge at all levels of an
organization (Peters, 2018) and how anyone can be a leader (Shields, 2011). These critiques of
the dominant leadership literature are crucial to the viability of the OIP because they legitimize
leadership pathways that I will pursue to advance organizational change as a predominately
informal transformational and transformative leader.
Leadership Framework for Transformative Change in Dominant Settings
The above discussion demonstrates the need for a leadership framework that can
overcome historical views of SSWs at LLDSB; that enables me to draw on personal forms of
power to challenge the status quo; and to remain grounded in social work and decolonizing
principles. Embracing the usefulness of multiple lenses reflects Peters’ (2018) argument that
social workers need to adopt an integrated professional identity to solve some of today’s most
intractable problems. Reflecting on this theme, Indigenous author and scientist Dr. Robin Wall
Kimmerer (2013) asserted, “science can give us knowing, but caring comes from someplace
else” (p. 345). Aligned with the idea of an integrated professional identity, Capper and Young
(2014) argued that social justice leaders need to combine superhero (leader-driven /

36
transformational) and collaborative approaches. Thus, the leadership framework for the OIP
(Figure 3) combines tenets of transformational leadership (TL) (Bennis & Nanus, 2007) and
social work leadership (Peters, 2018) to underpin Lopez’s (2020) decolonizing educational
leadership model. This framework enables me to draw on the unique practice strengths of my
profession (Elswick et al., 2019), and on evidence-based tools and critical competencies (Hurley
& Taiwo, 2019) to engage all levels of my organization in understanding the need for change.
Figure 3
Leadership Framework for Transformative Change in Dominant Settings

Note. Decolonizing educational leadership model reproduced from Decolonizing Educational
Leadership: Exploring Alternative Approaches to Leading School (p. 58), by A. E. Lopez, 2020,
Palgrave Macmillan. Copyright 2020 by Springer Nature Switzerland.

37
Transformational Leadership
TL is chosen from the dominant leadership literature because it is highly concerned with
the leader’s role in fostering commitment to a transformational vision and idealized goals (Bass
& Avolio, 1990; Bennis & Nanus, 2007; Kouzes & Posner, 2017); inspiring followers to
transcend self-interest (Bass, 1985); and developing the full potential of followers (Avolio,
1999). To address the PoP, I must engage in politicized social work practice and critical
consciousness raising to inspire others to join in the vision for change which speaks to a more
effective future state for the organization (Baines, 2017; Singh et al., 2010). This approach to
propelling change with respect to the PoP is supported because TL’s more radical roots (Burns,
1978) have been used by critical educational leadership scholars-and even applied to school
counsellors-to address issues of equity and social justice in education (Shields, 2011; 2018).
Additionally, Burns (1978), and later Bass & Steidlmeier (1999), asserted that authentic
transformational leadership must be grounded in moral and ethical foundations rooted in a set of
core values, a further bridge to critical leadership approaches. Bennis and Nanus’ (2007)
iteration of TL is chosen for its emphasis on communication, meaning, values and norms, and
fostering a culture of learning and high expectations as part of the leadership process.
Social Work Leadership
Peters’ (2018) principles of social work leadership are included in the framework
because, among values linked to the social work profession, leadership is characterized as
emergent and situated within and across individual, relational, and organizational levels of a
system. In other words, leadership transcends the single heroic individual and attends to
processual elements such as interaction, language, movement, and collectivity (Kelly, 2019).
This conceptualization of leadership is essential to the change agenda given the multiple, mostly
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informal leadership positionalities that I occupy. In promoting an inclusive and collaborative
learning culture focused on anti-oppression and social action, and by linking with union
networks, professional bodies, and social movements, I can help to facilitate possibilities for
leadership emergence within the organization that extend beyond my direct influence as a change
agent (Barnoff, 2017).
Decolonizing Educational Leadership
Finally, Lopez’s (2020) decolonizing educational leadership model is chosen for its
iterative nature, and its explicit attention to critical theorizing, critical dialogue, disrupting
neoliberal discourses in education, and decolonizing the educational agenda. Action planning is
another unique and practical feature of this model. As a change agent, it is necessary for me to
engage in all the activities presented in Lopez’s (2020) model because addressing the PoP
requires a praxis approach. Organizational actors must participate in ongoing reflection, learning,
and action to challenge the status quo (Barnoff, 2017). Lopez’s model is also chosen because at
the heart of the model is the concept of restoring capacity. This concept calls on leaders to
“resist dominant colonizing knowledge in order to transform education and schooling” (Lopez,
2020, p. 83). Restoring capacity is achieved through leaders fostering collaboration and valuing
the input and agency of students, communities, and education workers. As a leader, I am called
to engage my colleagues and the communities that we aspire to serve, in ethical, meaningful, and
relational ways as part of the change process (Lopez, 2020). Authentic relationships based in
mutual trust, respect, care, and concern are essential to leader-follower dynamics (Lopez, 2020).
The model’s praxis approach (Freire, 1998) reflects a critical perspective, is aligned with the
social work profession, and is specifically designed to facilitate anti-oppressive, anti-racist, and
decolonial work in public educational settings (Lopez, 2020).
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Navigating the Leadership Dialectic
Some critical scholars might argue that critical leadership approaches and TL are
incompatible with one another based on paradoxical qualities and differing assumptions about
the nature of leadership itself. I propose a dialectical view (Figure 4) that holds the collective,
collaborative, and emancipatory nature of critical leadership together with leader-driven
strategies. I propose that this approach can advance the paradigmatic transformation needed to
address the PoP within the dominant culture of education. In her seminal works on thinking in
systems, Meadows (2008) asserted that intervening in a system at the level of the paradigm is the
second most powerful leverage point for system transformation. Referencing the work of
Thomas Kuhn on paradigm shifts, Meadows identifies strategies for leaders that align with the
leadership framework for the OIP including making visible the anomalies and failures in the old
paradigm, and continually speaking and acting loudly from the new paradigm (Meadow, 2008).
Even more powerful a lever than shifting paradigms is the ability of the leader to transcend
paradigms which Meadows (2008) defines as the ability “to let go into not-knowing (p. 164)”
wherein the leader comprehends the notion that there is no certainty in any given worldview.
Meadows contends that this position of enlightenment forms the basis for radical empowerment.
Figure 4
The Dialectic Embedded in the OIP’s Leadership Framework
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It is out of this dialectical tension; out of the need to forge a dynamic leadership identity;
to navigate the dialectic between superhero and collaborative leadership; to transcend paradigms
in service of transformative change, that the OIP’s leadership framework emerges. This
dialectical approach is supported by emerging research that effective leaders display “a
paradoxical blend of seemingly irreconcilable and paradoxical qualities” (Collinson, 2014, p. 43)
such as being both modest and wilful, humble and fearless, forceful and enabling. A dialectical
approach replaces ‘either/or’ with ‘both/and’ thinking (Collinson, 2014).
While leadership approaches to change support leaders to influence and propel change,
these approaches require a complementary change framework that guides the how of change
(Deszca et al., 2020). The framework for leading the change process is discussed next.
Framework for Leading the Change Process
Several frameworks for leading the change process exist, each with different features.
Some models are descriptive (Duck, 2001; Lewin, 1951) while others are prescriptive (Kotter,
1996), some describe change at the system level (Lewin, 1951) while others speak to the level of
the organization (Kotter, 1996) or individual (Gentile, 2010). Deszca et al. (2020) identify that
these models have more similarities than differences and share many of the same processes,
differing primarily in their levels of detail and areas of focus. The authors also stated that
influencing organizational change typically requires attention at the level of the individual, team,
and organization. Further, by adopting more than one model, the change leader has access to a
greater set of tools (Deszca et al., 2020).
Key Considerations
When contemplating the selection of a change framework, the nature of the change is a
key consideration. Deszca et al. (2020) identified two dimensions of change: episodic or
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continuous, and anticipatory or reactive. Nadler and Tushman (1989) combined these two
dimensions to create four categories of change: tuning which is incremental and proactive;
adapting which is incremental and reactive; redirecting / reorienting which is strategic and
proactive; and overhauling / re-creating which is strategic and reactive. Deszca et al. (2020)
encouraged change leaders to think of these four categories as a perspective or a spectrum of
change size rather than as states because “the perception of the magnitude of change lies in the
eye of the beholder” (p 24). For example, from the perspective of the SSW team, strengthening
team identity and shifting practice approaches might feel like incremental change that is both
reactive (driven by external events) and proactive (moving toward the desired future state).
However, from an organizational perspective, the changing nature of the SSW role might be
experienced as discontinuous / radical i.e., a major change to the service being offered within
schools and the system more broadly. These distinctions are important to a change leader’s
planning because the impact of change increases with the magnitude of change required (Deszca
et al., 2020). From my perspective as the change leader, I view the proposed change as
predominately continuous which Deszca et al. (2020) described as a gradual shift in core
competencies of the organization via training for key individuals. This approach is conducive to
change requiring shifts in an organization’s culture (Schein, 2017).
Selected Approach for Leading the Change Process
The selected approach for leading the change process must align with several factors
including the nature of the change required; my positionality and agency as a leader; the
leadership framework for transformative change adopted for the OIP; and the structure and
function of the organization. Given the complexity of the change and my leadership
positionalities, my approach to change reflects what Deszca et al. (2020) described as a sustained
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marathon to achieve organizational transformations and realignments via a coherent change
vision and helping people to adapt and embrace change within realistic expectations. A
framework is needed that attends to the individual, team, and organizational levels, that allows
for smaller, incremental changes within a longer-term strategic view of the desired future state,
and that lends itself to the interweaving of critical perspectives. Gentile’s (2010, 2017) giving
voice to values (GVV) model and Deszca et al.’s (2020) change path model (CPM) are chosen to
address change at the individual, team and organizational levels, respectively.
Gentile’s Giving Voice to Values
Gentile’s (2010, 2017) GVV program provides a prescriptive framework to address
change at the individual level. This approach develops people’s confidence and skills to
effectively speak and act their values in the face of situations that are unethical or unjust. The
approach is based on three steps: (a) clarification of one’s values and public articulation of these
values; (b) post-decision-making analysis and implementation plan, a process that builds
understanding about how to influence key people, make sense of people’s reactions, and
encourage key people to join the change vision; and (c) speaking one’s values and receiving
feedback, a process wherein the change leader identifies their audience and scripts and practices
their messages (Deszca et al., 2020; Gentile, 2010). A key assumption of this organizational
change model is that “prepared individuals will speak up and in speaking up people will change
the course of events in units, organizations, or even societies” (Deszca et al., 2020, p. 49). The
approach features tactical and strategic thinking about creating change, particularly when conflict
over values is involved. Leadership actions can involve speaking up, gathering data, asking
questions, building coalitions, and making alliances with key people (Deszca et al., 2020).
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Not only is the GVV approach highly accessible to me as an informal leader, but it also
allows me to leverage my multiple positionalities within and outside of the SSW team, LLDSB,
the union, and the provincial networks that I am involved in to propel change. Further, GVV is
highly aligned with all aspects of the leadership framework for transformative change proposed
for the OIP including Bennis and Nanus’ (2007) tenets of creating shared meanings,
transforming values and norms, and developing trust through commitment to beliefs; and Peters’
(2018) tenets of focusing on social justice, and internalized moral perspective as a driver of
advocacy and action. Finally, the GVV steps align with a praxis approach and map well onto
Lopez’s (2020) iterative cycle including, for example, the elements of critical dialoguing (step
1), disrupting neoliberalism in education (step 1), self-reflexivity (all steps), and action planning
to sustain the journey (step 2 and 3). While GVV attends to the individual level of organizational
change and is a highly accessible approach for informal leaders, the GVV approach may or may
not create systemic change (Deszca et al., 2020). Therefore, GVV is suggested as a complement
to other models addressing change at the group and organizational levels (Deszca et al., 2020).
The Change Path Model
The change path model (CPM) (Deszca et al., 2020) is a four-step prescriptive approach
to leading change. While the CPM itself is not well represented in scholarly literature, it draws
on several well-researched models including Lewin’s (1951) stage theory of change. This
approach outlines activities that a change leader undertakes from a system and organizational
perspective. The CPM aligns with the implementation science approach to change management
utilized by School Mental Health Ontario (Short, 2016; Short et al., 2017) and is thus familiar,
tested, and conducive to the educational context. While the CPM and implementation science
approaches tend to speak to the actions of formal leaders and managers, a guiding framework
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outlining the steps, processes, and principles that facilitate change at the organizational and
system levels is vital to the long-term strategic vision of the OIP.
The first step of the CPM is awakening. This step involves identifying the need for
change, collecting data, articulating the gap between the current and desired state, and raising
awareness of the gap throughout the organization (Deszca et al., 2020). This phase can be
connected to the Freireian concept of conscientization, a process of reflection and action that
facilitates individuals’ and communities’ critical understanding of their social reality (Freire,
1993). Through the tenets of Lopez’s (2020) decolonizing educational leadership model,
organizational actors become aware of the need for transformative equity work (Rezai-Rashti et
al., 2016) and gain insight into factors underpinning the status quo. Within this phase, Gentile’s
(2010) GVV program supports Bennis and Nanus’ (2007) transformational leadership tenet of
acting as a social architect by setting direction, transforming values and norms, and mobilizing
people to embrace a new group identity or a new organizational philosophy (Northouse, 2019).
The second step of the CPM is mobilization that involves making sense of the
organizational analysis to move change forward, and broadly communicating the need for
change (Deszca et al., 2020). Conducive to a critical framework, this step involves assessing
power and cultural dynamics with respect to the change process. Further, this step offers a
connection to my positionality as a frontline worker as it calls on change agents to leverage their
personality, knowledge, skills, abilities, and relationships to galvanize engagement and
implementation of the change vision (Deszca et al., 2020).
The third step of the CPM is acceleration that aligns with tenets of social work leadership as
it calls for systematically engaging and empowering others throughout the process (Dezsca et al.,
2020; Peters, 2018). Bennis and Nanus’ (2007) tenets of transformational leadership, including
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transforming organizational values and norms and creating a learning culture, are reflected in this
step as it involves supporting organizational actors to develop the needed knowledge, skills,
abilities, and ways of thinking to support the change (Dezca et al., 2020).
The fourth step of the model is institutionalization and involves monitoring and
evaluating the change process using multiple measures, adjusting as needed (Deszca et al.,
2020). Underpinned by Freire’s (1993) concept of praxis, social work leadership and Lopez’s
(2020) decolonizing educational leadership model both contribute the tenet of self-reflexivity. As
a change agent, I can leverage a praxis approach as a method to assess and adjust my leadership
practice, and to monitor the impacts of my behaviours and actions on the change process itself.
A potential limitation of the CPM is its linear approach to change. However, a linear
approach may be suitable for a time-limited change process such as a pilot project. Further, by
integrating iterative processes within the model, such as Plan-Do-Study-Act (PDSA) cycles
(Christoff, 2018), the non-linear elements of change can be addressed. PDSA cycles can be
extended beyond the formal institutionalization phase of the CPM to maintain gains. To
conclude, a critical theoretical lens informs Gentile’s (2010, 2017) GVV program and Deszca et
al.’s (2020) CPM, providing the framework for leading the change process. This framework
enables me to address change at the individual, group, and organizational levels at various stages
of the change process. Together, these two approaches provide the how of change.
Critical Organizational Analysis
The preceding discussion elaborated on a framework for how to change, aligned with my
leadership positionality and lens, with the leadership framework for transformative change, and
with a nested systems perspective of LLDSB as a professional bureaucracy. This section
identifies what to change through a critical organizational analysis using Nadler and Tushman’s
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congruence model (1980, 1989). Critical organizational analysis extends the change readiness
findings discussed in Chapter 1. While the results of these readiness findings indicated
favourability for change based on strong external change drivers and supportive internal drivers,
Deszca et al. (2020) cautioned that change efforts often fail because people affected by the
change disagree on why change is needed or what needs changing. Framing the need for change
in a way that will be understood and believed is key to mobilizing people’s energies. When
organizational members comprehend how existing misalignment is impeding better outcomes
and see how realignment can be achieved, readiness is advanced (Deszca et al., 2020).
The Congruence Model
The congruence model (Nadler & Tushman, 1980) offers a functionalist perspective on
organizational behaviour and effectiveness. The model assumes that organizations behave like
dynamic, open systems that are made up of a set of interrelated elements. A change in one
element affects other elements in the system. Within an organization, these elements or
components create a mechanism that gleans inputs from the environment and transforms them
into outputs. The model is premised on the idea that organizational effectiveness is reliant on the
degree of congruence or fit between the components of the transformation process (tasks / work,
people, formal organizational arrangements, and informal organization) and on the fit between
the organizational strategy and its environment (Nadler & Tushman, 1980, 1989). The model
offers a holistic, systemic perspective to diagnose the current organizational state, revealing gaps
and potential areas of change within the transformation process to enhance organizational
effectiveness (Nadler, 1981). The congruence model is applied to LLDSB and the SSW team
within it, highlighting gaps and revealing potential areas for change. A critical theoretical lens is
interwoven throughout the discussion.
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Inputs
Inputs include the environment, resources, history, and strategy (Nadler, 1981). These
components were fulsomely discussed in Chapter 1 of the OIP in the organizational context
section and in the PESTEL analysis. Arguably the most important input, the strategy of the
organization, provides the framework within which key decisions are made about assigning
resources according to opportunities, constraints, and demands in the environment within the
historical context of the organization. Strategy emerges from the core mission and function of the
organization in relation to its broader environment, thus determining the nature of the work to be
performed and shaping desired outputs (Nadler & Tushman, 1980). At LLDSB, all staff groups
work either directly or indirectly to support the vision of aligning teaching and learning with safe
and accepting schools, mental health, and well-being. This strategy is aligned with the Ministry
mandate, potentially obscuring the need for change. However, a critical perspective prompts
reflection on the external environment and the resulting impacts on LLDSB’s vision, mission,
and strategy. Neoliberal influences on public education, particularly on conceptualizations of
equity, mental health, and well-being, have hindered meaningful progress for diverse student
groups. Recent social and political events leading to heightened awareness about these issues
have resulted in increased government funding for mental health and equity in education,
affirming the need for change and creating opportunities with respect to the PoP. The CPM
(Deszca et al., 2020) supported by Gentile’s (2010, 2017) GVV, forms the framework for leading
change to enhance the utilization of SSWs to support transformative work at LLDSB.
Work
The work component of the transformation process represents the tasks or activities that
need to be performed by the organization and its subunits to implement the organization’s
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strategy (Deszca et al., 2020). As discussed in Chapter 1, the Ministry’s siloed approach to core
priorities, mirrored at the school board level, has led to challenges in effectively addressing these
goals and has contributed to the underutilization and undervaluing of SSWs as leaders and
change partners in these efforts. From a functionalist perspective, the current organizational state
positions the SSW team as a subgroup that performs work to support the mandate of LLDSB
(Nadler & Tushman, 1989). In contrast, a radical humanist lens derived from critical theorizing
illuminates the SSW team as comprised of individuals whose experiences are “shaped,
controlled, and generally made subservient to the artificially contrived and reified needs of
modern organization” (Morgan, 1980, p. 618). The latter view speaks to the emancipatory,
transformative goals of the OIP and to an opportunity with respect to the PoP because existing
task design reflects past decisions about how work should be performed and not necessarily how
work might best be done (Deszca et al., 2020). The GVV approach and the awakening phase of
the CPM will support consciousness raising among SSWs and the organization more broadly
about the power and potential of SSWs as leaders and change partners within LLDSB.
People
The people element of the congruence model focuses on individuals who perform work
in the organization (Nadler & Tushman, 1980). This component describes how the features and
characteristics of the organization’s employees including the nature of individual knowledge and
skills, the different needs and preferences that individuals have, the perceptions or expectations
that they develop, and other background factors, impact individual behaviour (Nadler &
Tushman, 1980, p. 44). The SSW team at LLDSB represents a range of professional
backgrounds and is comprised of predominately white, middle-class, cis-gendered women. The
history of the team within LLDSB, combined with the lack of a commonly implemented
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provincial framework for school social work, leads to variability in how the role is viewed and
enacted within the team and across the system more broadly. Deszca et al. (2020) asserted that
the attitudes, knowledge, and skills of each person must match their role and that their
responsibilities and duties must align with the organization’s needs. However, a critical
theoretical perspective prompts reflection on the invisible influences defining organizational
needs (i.e., mental health, equity, and success conceptualized through a Eurocentric lens), and on
the assumptions underpinning the taken-for-granted status quo with respect to the knowledge,
skills, and attitudes that SSWs require to do their work well. The leadership framework for
transformative change within the CPM model and GVV approach will further facilitate
consciousness raising amongst the team, advancing a transformational change vision, and
strengthening team identity by engaging team members collaboratively in the process.
Formal Organization
The formal organization component of the congruence model, otherwise referred to as the
organizational architecture (Deszca et al., 2020), refers to an organization’s structures,
processes, methods, and procedures that are explicitly articulated and that direct the work of
individuals (Nadler & Tushman, 1980). The purpose of the organizational architecture is to
enable effective organizational performance toward fulfilling the organization’s strategy (Deszca
et al., 2020). At LLDSB, SSWs are part of the Safe and Accepting Schools portfolio and
supervised by the Manager of Social Work Services. A separate superintendent holds the
portfolio for Special Education that includes behaviour interventionists, itinerant educational
assistants and teachers, and other professional services staff. Equity represents a different
portfolio still. As such, there is limited opportunity for SSWs to interact with colleagues across
departmental boundaries. According to Alves & Meneses (2018), complex organizations in
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which departments are divided functionally and professionally, often lack sufficient
communication channels. Consistent with Alves and Meneses’ (2018) silo configuration, the
current organization of the SSW team within the departmental structure, combined with the
tasks/work that SSWs have been historically valued for at LLDSB, contributes to the isolation of
SSWs within the system and limits opportunity for effective collaborative work across the tiers
of intervention. The realignment of formal working relationships is supported through the
acceleration and institutionalization phases of the CPM.
Informal Organization
The informal organization component of the model explores emerging arrangements,
intergroup relations, informal working arrangements, communication, and influence patterns
(Nadler & Tushman, 1989). This component reflects Schein’s (2017) definition of culture; the
accumulated shared learning of a group that becomes “a pattern or a system of beliefs, values,
and behavioral norms that come to be taken for granted” (p. 6). Culture reflects the
organization’s history and its current organizational leadership (Deszca et al., 2020). A critical
theoretical lens draws attention to existing exercises of power within and between individuals
and groups spanning the hierarchy at LLDSB. Chapter 1 described the influence of history on the
SSW role at LLDSB leading some SSWs to prefer the status quo while causing others to struggle
with issues of role ambiguity, legitimacy, and a sense of professional marginalization. Further,
neoliberal influences on the way that mental health services in Ontario schools are delivered
(Brown, 2021; Short, 2016) threaten to reify SSWs as clinical interventionists operating within a
Eurocentric, colonial paradigm. However, recent shifts in middle and senior management,
including a director of education who is vocal about equity work from an anti-oppressive lens,
creates opportunities with respect to addressing the PoP. The leadership framework for the OIP,
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CPM, and GVV approach will contribute to the transformation of shared meanings, norms, and
values, and the development of a culture of continuous learning.
A Critical Theoretical Lens on Organizational Analysis
Through a critical theoretical lens, a limitation of the functionalist perspective on
organizational change lies in the assumption that organizations must adapt and respond to their
environment to survive (Nadler & Tushman, 1980). This assumption implies that organizations
are at the mercy of value-neutral social, economic, and political realities, effectively leaving
issues of power and oppression within society unquestioned. For example, Gobby (2016) argued
that prominent thought leaders in education “take neo-liberal reform and its effects on education
systems in liberal democratic countries as inevitable” and offer up “models, technical skills,
personal attributes and best practice solutions to the supposedly immutable circumstances of
political, social and educational reform” (p. 86). In contrast to environmental immutability,
Bourdieu offers a social constructionist lens to describe educational institutions as sites of
struggle between cultural reproduction and transformation (Rexhepi & Torres, 2011), creating
possibilities for mutual influence patterns to emerge within and across all levels of an
organization and between an organization and its environment. Another seminal critical theorist,
Michel Foucault, theorized about the interrelationships between knowledge and power as
(re)produced through hegemony and discourse (Chambon & Irving, 1999). These concepts
provide additional insights into current conceptualizations and enactments of the SSW role
within LLDSB including the shift toward technical-rational interventions emerging from the
evidence-based practice discourse. Critical perspectives within the CPM and GVV approach
offer platforms from which to challenge the status quo and create new possibilities for collective
action toward emancipatory goals.
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Gap Analysis and Desired Outputs
The preceding analysis of the current organizational state at LLDSB using Nadler and
Tushman’s (1980) congruence model revealed areas in the transformation process representing
gaps and potential opportunities to address the PoP. While the strategy at LLDSB appears to
align with it inputs with respect to its history as a public education institution and the resources
provided by the Ministry of Education to fulfill its role, the need to dismantle systemic barriers
and to decolonize educational spaces requires a renewed understanding of this strategy. In a
climate of austerity, LLDSB needs to (re)align its resources within the transformation process to
improve outcomes for all students within a culturally responsive and just education environment.
To achieve outputs aligned with these goals, LLDSB requires the capacity to critically
deconstruct the key priorities of equity, well-being, and achievement toward decolonial, antiracist, and anti-oppressive approaches to structures, policies, and practices (Lopez, 2020).
Opportunities for change exist within all elements of the transformation process to
maximize SSWs as a resource within LLDSB to support transformative equity and well-being
work. The current organizational state wherein tasks are separated and independent from one
another (i.e., SSWs working in isolation to address the mental health needs of individual
students) could shift toward what Deszca et al. (2020) described as tasks nested in teams
requiring coordination and integration (i.e., interdisciplinary collaboration across the
organization to support equity and well-being for all students). Regarding the knowledge, skills,
and attitudes required of SSWs to access their full potential as change partners, capacity
development in educational leadership and critical social work orientations would support SSWs
to effectively disrupt systemic inequities and reduce barriers. From a formal organization
perspective, SSWs might be integrated into existing structures and processes (e.g., school
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improvement planning, training, staff meetings, professional learning communities) to better
leverage the potential of SSWs. To shift informal working relationships, communication, and
influence patterns between SSWs and other organizational actors, SSWs require opportunities to
share their unique perspective in new ways such that they become increasingly embedded in the
fabric of collaborative teams and system-wide transformative change efforts. If done effectively,
changes in one or more areas of the transformation process could support and reinforce the
needed shifts in all other areas of the model (Deszca et al., 2020; Nadler & Tushman, 1989).
The gap analysis identified four gaps to be addressed by the OIP: developing SSW team
capacity; enhancing team identity and efficacy through a renewed vision and mission; enhancing
relationships within the SSW team and across the system; and fostering a critically oriented
culture of continuous learning. These gaps lend themselves to possible solutions to the PoP.
Possible Solutions to Address the Problem of Practice
An understanding of the gaps and areas of possible change identified through the critical
organizational analysis prompts reflection on possible solutions to the PoP. Four solutions are
considered: (a) maintaining the status quo (social work in and for schools model); (b) leveraging
SSWs as advocates for equity and social justice (enhancing social work in schools model); (c)
leveraging SSWs as capacity developers (enhancing social work for schools model); and (d) role
integration of SSWs via an implementation science approach (developing the social work with
schools model). An argument for the selected solution is presented.
Option A: Maintaining the Status Quo (SSWs as Individual Interventionists)
The status quo at LLDSB positions SSWs as service providers and attendance officers
who tend to work in isolation from other education staff. This positioning of SSWs within the
organizational structure, function, and culture of LLDSB reflects what Gherardi and Whittlesey-
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Jerome (2018) identified as the social work in and for school models. SSWs engage in the
practice of social work within the host setting of education and perform specific organizational
tasks, respectively. SSWs at LLDSB carry caseloads of students requiring individual support and
track attendance. The current functioning of the SSW team within LLDSB may appear to align
with the organization’s strategy that is reflective of provincial Ministry mandates. Additionally,
the history of the SSW role combined with neoliberal effects on the provision of mental health
services in Ontario schools, act to reify the current organizational state. As a result, the need for
change may be obscured and maintaining the status quo might be an appealing option.
Costs and Benefits
Research on status quo bias identifies social and cognitive factors that create change
resistance including the fundamental human need for comfort and predictability, leading
individuals to make positive judgements about the present state based on assumptions that
existence and longevity equate to goodness (Eidelman & Crandall, 2012). Therefore, the time,
energy, and motivation required to change are significant considerations. However, shifting
focus from sufficiency to necessity by highlighting the potential benefits of change can motivate
change-seeking by decision makers (Eidelman & Crandall, 2012). The urgent need to address
systemic racism, oppression, and colonial impacts on schooling requires a clear vision and
commitment to equity and social justice, a strong organizational learning culture, and the
optimization of human resources through effective planning and task coordination. For example,
schools lacking the capacity to provide equity-focused and trauma-informed discipline practices
risk contributing to disproportional suspension rates for marginalized youth (Joseph et al., 2020).
The literature is clear that SSWs are often underutilized resources (Sherman, 2016), and that
SSWs are ideally equipped to be leveraged as leaders in education (Elswick et al., 2018).
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Option B: SSWs as Advocates
This solution responds to the call from school social work scholars for SSWs to adopt
macro practice strategies and take up enhanced roles in decolonizing educational spaces and
addressing educational inequities in the 21st century (Huxtable, 2013; OASW, 2021; Stone,
2017; Teasley, 2018; Teasley & Richard, 2017). This solution shifts SSW practice in schools
away from practice behind closed doors to practice centering educational justice (Ball &
Skrzypek, 2020). According to Baines (2017), effective social work advocacy is transformative,
politicized social work underpinned by six principles: being good at your job, being likeable,
using your privilege, seeing oneself as an instrument for change, remembering that the system
was not made by or for social workers and we do not have to prop it up, and building alliances
with unions and social movements. Critical consciousness raising and building solidarity are also
key practices for the activist social worker (Baines, 2017; Singh et al., 2010). Aligned with these
ideas, Crutchfield et al. (2020) stated that SSWs need to apply an ecological practice orientation
to focus on home-school-community linkages, ethical guidelines and educational policy,
educational rights and advocacy, and data-based decision-making to address systemic racism and
oppression. Similarly, Teasley (2004) argued that public policy advocacy related to educational
reform is one of the most important roles that SSWs can assume toward educational justice.
Costs and Benefits
This solution represents little to no monetary cost to the education system. It could be
actioned by one or more members of the SSW team, with or without the support of the SSW
manager and higher levels of leadership. This solution involves SSW team members using
various means of ongoing professional learning to develop awareness of how power can be used
in productive ways. For example, to generate change at the individual and system level; to
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develop capacity in self-reflexive practice and the ability to undertake social analysis; to examine
how whiteness and personal identity influence practice and uphold oppressive structures; to
enhance skills in accessing resources for individuals and families; and to link individual and
family struggles to struggles for social justice, fairness, and equity at the local and global levels
(Baines, 2017; Gregory, 2020; Meza, 2020; Stone, 2017). While this solution has powerful
potential to create change for individuals, families, and communities, a risk is that it could
further reify SSWs as outsiders to the education system (social work in schools model),
increasing the perception that SSWs are operating at cross purposes to the educational agenda,
and limiting the potential for systemic change. Forenza and Eckhardt (2020) highlighted the
interdisciplinary conflict that can arise when SSWs are perceived by educational colleagues to
prioritize mental health and well-being over academic achievement. Thus, an advocacy approach
on its own risks positioning SSWs within a social work against schools model.
Option C: SSWs as Capacity Developers
Another way that SSWs can encourage transformative change at LLDSB is to strengthen
their roles as school and system capacity developers. This solution involves SSWs facilitating
various forms of professional learning (e.g., delivering workshops, leading book clubs, and
producing webinars and training programs). Topics might include mental health awareness,
social-emotional learning, teacher stress reduction, anti-racist and anti-oppressive practice, and
trauma-responsive teaching practices (Crutchfield et al., 2020; Elswick et al., 2019; Gherardi et
al., 2020). Daftary (2020) argued that schools might best be served by SSWs expanding their
scope of perceived clients beyond students to include other educational staff. The author further
argued that the current gap in teacher training in anti-racist and anti-oppressive practices requires
SSWs to take on leadership roles as capacity developers in these areas.
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Costs and Benefits
Like solution B, this solution represents a low monetary cost option that could be
actioned relatively quickly. It involves leveraging the existing knowledge, skills, and capacities
of SSWs at LLDSB to enhance school and system capacity to support transformative change
efforts. This shift in SSW practice would require the support of the SSW team manager so that
SSWs could rebalance their workloads to accommodate a greater focus on capacity development
activities. Support from school and system leadership with respect to aligning organizational
learning priorities is also needed so that time on professional learning days and on staff meeting
agendas could be secured. Daftary (2020) suggested that by providing this kind of support to
schools and education systems, the effects of direct student interventions are strengthened, and
teacher well-being might be supported leading to improved teacher retention. However, capacity
development in the form of one-off workshops or training programs is unlikely to lead to
sustained practice change (CODE, 2012; Government of Ontario, 2007). Further, this solution
keeps SSWs within the social work for schools model, positioning them as content experts. Thus,
SSWs might continue to be viewed by teachers and other educational staff as outsiders who are
out of touch with the daily realities of schools and classrooms.
Option D: Role Integration of SSWs as Leaders and Partners via Implementation Science
Role integration of SSWs within schools and across the education system reflects
Gherardi and Whittlesy-Jerome’s (2018) vision of social work with schools. This model
positions SSWs as leaders and full partners in education. In addition to individual, group, and
class- or school-wide interventions, SSWs take on roles including consultant, policy analyst, and
school reformer, and participate in the daily functioning of schools (Daftary, 2020; Kelly et al.,
2011). Role integration aligns with the call from school social work scholars for SSWs to assume
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leadership roles in supporting school and system-level change efforts, and collaborative practice
toward racial equity and educational justice in K-12 public schools (Ball & Skrzypek; 2020;
Dutil, 2020; Joseph et al., 2020). This call stems from an awareness within the research literature
that individualized mental health interventions, while still necessary, are insufficient and can
perpetuate structural oppression by locating problems within individuals and families instead of
within oppressive policies and practices (Daftary, 2020; Crutchfield et al., 2020). Teasley (2018)
argued that SSWs possess the knowledge base to take on leadership roles in schools and to
facilitate the needed shift away from professional silos to interprofessional collaboration.
As discussed in Chapter 1, there are many factors framing the PoP that lend complexity
to possible solutions, including that SSWs at LLDSB represent a range of professional practice
orientations and experiences. Further, the history of the SSW role at LLDSB combined with
common barriers faced by SSWs including role ambiguity, marginalization, and value
discrepancies (Dane & Simon, 1991), means that SSWs attempting to take on critically oriented
leadership roles in education are likely to face resistance from colleagues and leadership within
schools and the system more broadly (Crutchfield et al., 2020). Daftary (2020) suggested that to
effectively mobilize their knowledge and skills base as leaders, SSWs require understanding of
educational systems, policies, and practices that have negatively impacted students from
historically marginalized communities. Similarly, Teasley (2018) identified that SSWs require
education and training in leadership to support them in negotiating power positions, mobilizing
resources, and generating interdisciplinary collaboration. An implementation science approach
provides a roadmap to complex change by facilitating thinking about concrete steps that can be
taken in the short, medium, and long-term toward an overall change goal (Short, 2016). Within
this approach, theories of action (TOA’s) provide the roadmap for change (Government of
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Ontario, 2014b). To achieve role integration of SSWs at LLDSB, I propose the following TOA:
if SSWs possess the knowledge, attitudes, and skills to lead and support educational justice and
transformative change, and if organizational structures and processes exist to facilitate effective
interprofessional education (IPE) and interprofessional collaboration (IPC), then the full
potential of SSWs to support LLDSB in fulfilling its mission and vision will be realized.
Costs and Benefits
This solution represents what Meadows (2008) called a paradigm shift and what Schein
(2017) talked about as a culture change. Schein asserted that, “Leaders who want to change
culture cannot do so by painting the blossoms or pruning the leaves. They have to locate the
cultural DNA and change some of that” (p. 27). As a result, this solution represents the highest
potential cost to the system related to time, energy, human, and monetary resources (e.g., release
time for teachers and school staff to participate with SSWs in interprofessional education and
collaboration, training costs). It is the solution that, if approached ineffectively, could lead to the
greatest resistance because it requires all organizational actors to adjust their mental models,
challenge personal beliefs and biases, develop new attitudes, knowledge, and skills, and
participate in new ways of working together. If done effectively, however, this solution could
transform working relationships and unleash possibilities for creativity and collective action.
Solution Analysis and Selection of Preferred Solution
The preceding discussion reviewed four possible solutions to the PoP, including
maintenance of the status quo. Table 2 compares all four solutions across five criteria: resources
needed (time, human, financial); the effort required by individuals affected by the change; the
ability of the solution to enhance change readiness; the degree to which the solution addresses
the problem; and finally, the degree to which the solution attends to equity and social justice.
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Table 2
Comparison of Possible Solutions
Most favourable
More favourable
Less favourable
Least favourable
Resources Needed
(time, human,
financial)
Effort Required of
Individuals
Addresses Change
Readiness (needed
attitudes,
knowledge, skills)
Addresses the
Problem
Addresses Equity
and Social Justice
Goals

Option A:
Status Quo

Option B:
Advocates

Option C:
Capacity
Developers

Lowest

Lower

Higher

Option D:
Role Integration via
Implementation
Science
Highest

Lowest

Higher

Higher

Highest

Lowest

Lower

Higher

Highest

Least Effective

Somewhat Effective

Somewhat Effective

Most Effective

Least Effective

Somewhat Effective

More Effective

Most Effective

While maintaining the status quo might seem like an intuitively appealing option, the
literature is clear that education systems need to take action to dismantle systemic barriers
affecting historically marginalized student groups, and to decolonize educational spaces. Further,
the scholarly literature in the field of school social work makes a powerful case for the enhanced
use of SSWs to achieve transformative goals. While options B and C both present plausible
solutions to the PoP in that they enhance the activity and use of SSWs within LLDSB to support
transformative equity and well-being outcomes, they fail to fully realize the vision of the OIP:
social work with schools wherein SSWs become full partners in education. Further, options B
and C are likely to achieve only modest and patchwork gains with respect to equity and social
justice goals. Option D is the clear choice given its ability to attend to organizational readiness
factors, its ability to fully address the PoP, and its potential to affect the greatest level of impact
on the social justice and equity goals of the OIP. Further, costs associated with release time and
training could be supported through the board’s mental health budget and offset by strategies
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including leveraging professional development days and staff meeting time, utilizing existing
collaborative structures, and developing training in house.
Selected Solution: Role Integration via Implementation Science (Option D) – A Pilot Project
Underpinned by an implementation science approach attending to the organizational
conditions under which complex change can occur and be sustained, role integration (option D)
stands to be the most effective of the proposed solutions in leveraging SSWs at LLDSB to
achieve truly transformative change. It is the only solution that positions SSWs within the social
work with schools model. Through role integration, SSWs can support the needs of all students
by integrating social work knowledge, values, and skills into educational practices and policies
(Gherardi & Whittlesey-Jerome, 2018). However, as an emergent change leader I cannot
facilitate system-wide change. Therefore, I will draw on the support of the SSW team manager
and leverage my role as a team leader of one of three professional practice groups within the
SSW team to lead a pilot project in five schools at LLDSB (one school per SSW within my
professional practice group). This approach to actioning option D is aligned with an
implementation science perspective that seeks to foster the organizational conditions needed to
create movement toward an overall change goal. These conditions include developing
commitment, leadership, a clear and focused vision, communication, shared language,
assessment of initial capacity, standard processes, systematic professional learning, action
planning, collaboration, and ongoing quality improvement (Short, 2016).
Using the leadership framework for transformative change, supported by Gentile’s (2010,
2017) GVV model and the CPM (Deszca et al., 2020), I will engage my colleagues within my
professional practice group in dialogue, ongoing learning, and action to support transformative
change at LLDSB. This solution represents a stepped approach that involves (a) mobilizing my
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SSW colleagues around a leader-driven vision for change and balancing the need for co-creation
and collective action, thereby enhancing team identity as critical social justice and equity leaders;
(b) strengthening SSW knowledge, skills, and leadership capacities in anti-racist, antioppressive, and decolonial practices within the context of organizational learning processes that
enhance participation and relationship building across disciplines (IPE); and (c) identifying
opportunities for role integration and implementing frameworks to enhance interprofessional
collaboration (IPC). Through an implementation science approach aligned with phases of the
CPM and GVV framework, I will leverage influence strategies across my multiple positionalities
to create needed shifts in all areas of the transformation model (Nadler & Tushman, 1989). This
approach will support the success of the pilot project and facilitate movement toward SSWs
becoming leaders in educational justice and full partners in educational transformation at
LLDSB.
Application of a PDSA Cycle
Continuous improvement (CI), also called continuous quality improvement (CQI),
emerged in the United States and Canada in the 1990’s to address the need for quality services in
the public sector in the face of budgetary constraints (LeBrasseur et al., 2002). Continuous
improvement was widely taken up across Ontario’s education system over the period between
2004 to 2018 (Fullan & Gallagher, 2020; Short, 2016). These methods have also been adopted by
School Mental Health Ontario (Short, 2016; Short et al., 2017). Given the familiarity of key
change participants with CI methods and the wide use of these methods in education contexts
over the last two decades, a continuous improvement approach to implementation, monitoring,
and evaluation is adopted for the OIP. Specifically, a participatory and collaborative approach to
continuous improvement using Deming’s PDSA cycle (Christoff, 2018) will be implemented.
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The four phases of the cycle are plan, do, study, act and are implemented in an iterative
process (Christoff, 2018). This approach aligns with a systems-thinking lens conducive to the
education environment (Fullan & Gallagher, 2020; Short, 2016;), an inclusive teamwork
approach involving frontline workers (LeBrasseur et al., 2002; Yurkofsky et al., 2020), and with
a social justice approach focused on collective action (Strega & Brown, 2015). Finally, this
approach aligns with the change path model as Deszca et al. (2020) identified that, “though
measurement is specifically included in the institutionalization phase of the change path model, it
plays an important role throughout the change process” (p. 371). Thus, PDSA cycles can be
mapped onto each phase of the CPM to monitor and evaluate progress toward the OIP’s
priorities and goals in each phase. These ideas will be explored more fully in Chapter 3.
Leadership Ethics, Equity, Social Justice, and Decolonization
Having selected a solution to address the PoP, issues of ethics require further
examination. Equity and social justice for all are key issues that every educational leader must
concern themselves with because “today’s harmful neoliberal education movement, rising
poverty levels, and massive demographic shifts are exacerbating historically entrenched
inequalities reproduced by our educational institutions” (The Carnegie Project on the
Educational Doctorate, 2021). As such, an explicit discussion about ethics, equity, social justice,
and decolonization is required. Leadership responsibilities and challenges are discussed.
Ethical Framework
Within the context of the OIP, critical theory provides the moral compass for practice,
informed by ideas of oppression, privilege, social justice, diversity, power, and social relations
(Hurley & Taiwo, 2019). Ethical leadership is defined as “a social, relational practice concerned
with the moral purpose of education” and “[ethical leaders] promote values such as inclusion,
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collaboration and social justice” (Ehrich et al., 2015, p. 199). Liu (2017) adds to this definition
the notion that ethical leadership is “a collective political project that calls for dialogic
engagement towards the goals of equality, justice and emancipation, particularly with those who
are traditionally unrecognized as leaders” (p. 345). The ethical framework for the OIP can be
further understood through Starratt’s (1991, 1996) multi-dimensional approach to leadership
ethics that encompasses the ethic of care, the ethic of justice, and the ethic of critique.
Ethic of Care
The primary concern of an ethic of care is the dignity and worth of individuals (Starratt,
1991, 1996). It is a relationally driven ethic that values authenticity and openness. This ethical
dimension is reflected in the transformational leadership component of the OIP’s leadership
framework within Bennis and Nanus’ (2007) tenet of creating trust via transparency and
commitment to beliefs. This ethic is further reflected in the principles of social work leadership,
specifically inclusivity, and the prioritization of well-being (Peters, 2018). As education workers,
SSWs, educators, and other school staff have a duty of care to students. This duty is codified for
teachers legally and ethically within the in loco parentis principle (Ontario College of Teachers,
2017). Other legal and policy frameworks that reflect this ethic as they relate to uncolonizing
educational spaces and dismantling systemic barriers are the Ontario Human Rights Code
(OHRC) and the Truth and Reconciliation Commission (TRC). The OHRC prohibits actions
discriminating against people based on a protected ground or social area (Ontario Human Rights
Commission, n.d.). The Truth and Reconciliation Commission (TRC) contains calls to action
specific to education including access to equal educational opportunities, protecting the right to
Aboriginal languages within public education, and access to culturally appropriate curricula
(Truth and Reconciliation Commission of Canada, 2015).
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Ethic of Justice
The preceding discussion reveals that an ethic of care is connected to an ethic of justice.
An ethic of justice attends to the fair and equitable treatment of people (Starratt, 1996). Within
this dimension of leadership ethics, leaders are called to uphold democratic values and processes
in team decision-making (Apple, 2016). Further, leaders must value contributions from all team
members in undertaking the complex work of supporting students within a radical,
transformative vision of student success (Rexhepi & Torres, 2011). An ethic of justice aligns
with the critical aspects of the OIP’s leadership framework. Specifically, restoring capacity and
engaging communities (Lopez, 2020), and the principles of inclusivity, egalitarianism,
collectivity, and collaboration (Peters, 2018). To uncolonize educational spaces and to dismantle
systemic barriers, SSWs must actively build partnerships with students, families, and
communities, centering their voices, needs, and experiences within the work. This principle
represents the nothing about us without us approach to community development and keeps the
needs of the communities that we hope to serve at the forefront of practice (Charlton, 1998).
Ethic of Critique
Just as the ethic of care is linked to the ethic of justice, so too is the ethic of justice linked
to the ethic of critique (Starratt, 1991, 1996). An ethic of critique draws from critical theoretical
perspectives and is concerned with power structures in social relationships and institutions. This
ethic prompts leaders to examine current policies and practices through an equity lens to uncover
and address injustice or exploitation, and to become more responsive to all members of a
community (Starratt, 1991, 1996). From an ethic of critique perspective, senior leadership,
management, education staff, SSWs, and other professional student services staff are called to
engage in ongoing critical self-reflection as an ethical practice (Ciulla, 2005). Critical self-
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reflection requires practitioners to challenge the underlying assumptions and biases present in the
theories, methods, and practices that their own disciplines promote with an eye to how one’s
practice might contribute to oppression. Similarly, Lopez (2020) argued that the starting point for
decolonizing education resides in educators examining their philosophies and engaging in selfreflexivity in relation to coloniality. Distinct from self-reflection, self-reflexivity requires the
deconstruction of colonial systems and oppressive structures. The practice of self-reflexivity is
particularly important for White educational staff who must consider “how they have benefitted
from privilege, begin to acknowledge their privileged position as settlers, and ways that they
might be intentionally or unintentionally complicit with white supremacy” (Lopez, 2020, p. 58).
For example, White educational staff, including SSWs, must interrogate and challenge the
dominant Eurocentric worldview and its impact on organizational culture and power dynamics
(Lopez, 2020). The ethic of critique thoroughly informs all aspects of the OIP.
Implications for Leadership
As a social worker and leader, a challenge that I encounter are the ethical tensions that
arise between the collective and collaborative principles of social work leadership and the social
justice aims of the work. When it comes to critical dialogue for example, “the more comfortable
a space is for White people (often articulated as a “safe space”), the more likely it is to be
harmful to people of Color” (Sensoy & DiAngelo, 2014, p. 6) and “everyone’s opinion is not
equally valid when some are uniformed, unexamined, or uphold existing power inequalities”
(Sensoy & DiAngelo, 2014, p. 8). Thus, as a leader it is crucial that I adopt a dialectical
approach. I must draw on tenets of transformational leadership (e.g., transforming shared
meanings, values, and norms) (Benis & Nanus, 2007), on Lopez’s (2020) decolonizing
educational leadership model (e.g., engaging in critical theorizing and dialogue, disrupting
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neoliberalism in education), and on the principles of social work leadership (e.g., inclusive,
collective, internalized moral perspective) (Peters, 2018) to engage my colleagues on the SSW
team and across the broader system in ways that uphold the spirit of collaboration and
democratic processes, while also attending to power imbalances that exist between dominant and
marginalized groups. As Shah (2018) noted, social justice leadership, particularly when practiced
by White leaders, must extend beyond simply trying to learn about the Other. Rather, social
justice leadership needs to explicitly name, explore, and respond to systems of oppression within
public education systems.
Aligned with Shah’s perspective, Lopez (2020) described ethical spaces as spaces where
colonizing practices are disrupted and new ideas about leadership and schooling are imagined
and enacted. This process involves an examination of whose knowledge is included, whose
languages are considered legitimate knowledge carriers, who has decision making power, how
choices are made, and explicit reflection on the role of critical education in disrupting power
hierarchies embedded in society and education for the benefit of all students (Battiste, 2013).
Referencing the work of Ermine (2007), Lopez (2020) emphasized that ethical spaces are not
necessarily spaces of conflict, but spaces where people with different understandings are brought
together, exchanges of ideas occur, and dialogues about assumptions and values take place.
Ethical spaces are spaces where allies and co-conspirators [author emphasis] engage in dialogue
and plan action because “the work of dismantling white supremacy is not the work of only
BIPOC people [Black, Indigenous, People of Colour], but White allies and co-conspirators”
(Lopez, 2020, p. 80) coming together in a collective effort. Thus, a key leadership role that I hold
within the OIP is to simultaneously challenge oppressive structures, practices, and discourses
within education and to promote ethical spaces out of which transformative change can emerge.
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Connecting the Change Plan to Ethical Practice
Another significant challenge facing change leaders is change resistance. In the words of
Eidelman and Crandall (2012), “changing the world is difficult, and so is changing our
understanding of the world” (p. 277). The authors noted that resistance to change can stem from
a commitment to old ideas and beliefs simply because they exist and have remained established
over time. Further, the authors asserted that such cognitive conservatism [author emphasis] is
psychologically natural. Thus, partiality toward the status quo is a fundamental feature of all
human beings across all cultures arising out of the need for stability (Eidelman & Crandall,
2012). As previously discussed, one way to promote change-seeking is to shift focus from
sufficiency to necessity. The OIP’s change plan, rooted in the CPM (Deszca et al., 2020) and
Gentile’s (2010) GVV program, seeks to mobilize and support transformative equity and wellbeing work at LLDSB. Several elements of the CPM and of the GVV align with the ethical
framework for the OIP and can serve to create cognitive dissonance out of which change can
emerge. For example, the awakening phase of the CPM aligns with the Freireian notion of
conscientization, the process of individuals becoming aware to their social reality (Freire, 1993).
Indeed, the change plan calls on SSWs to reclaim their social justice roots (Jennissen & Lundy,
2011), explicitly stated in our code of ethics (CASW, 2005) and in our competency framework
(CASWE, 2014). Under these frameworks, social workers are obliged to uphold the inherent
dignity and worth of all persons, engage in the pursuit of social justice, and commit to service to
humanity (CASW, 2005). Further, social workers need to be competent in the areas of
addressing structural sources of inequity and engaging in organizational and societal systems’
change (CASWE, 2014). Increasingly, social work scholars recognize that to fulfill these ethical
responsibilities, social workers must be fluent in anti-oppressive, anti-racist, and decolonizing
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approaches across micro, mezzo, and macro levels of practice (Asakura et al., 2020; Harrison et
al., 2016). Supporting SSWs to fulfil these roles, the GVV framework provides prescriptive steps
that SSWs can engage in to develop their capacity to disrupt oppressive discourses and practices,
and effectively engage colleagues in critical dialogue.
Chapter Summary
This chapter introduced the leadership framework for transformative change, comprised
of Lopez’s (2020) decolonizing educational leadership model underpinned by tenets taken from
the dominant leadership literature on transformational leadership (Bennis & Nanus, 2007) and
principles of social work leadership (Peters, 2018). The framework for leading change was
developed and includes Deszca et al.’s (2020) CPM and Gentile’s (2010, 2017) GVV program
informed by a critical theoretical perspective on organizational change. Similarly informed by a
critical lens, Nadler and Tushman’s (1980, 1989) congruence model was used to conduct an
organizational analysis, identifying gaps and areas of opportunity within the transformation
process. Out of this analysis, four possible solutions to address the PoP were developed and
analyzed. The selected solution, a pilot project to support role integration of SSWs using an
implementation science approach, was presented. An ethical framework was developed within
which leadership responsibilities and change challenges were examined. The final chapter of the
OIP will address change implementation, evaluation, and communication of the chosen solution.
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Chapter 3: Implementation, Evaluation, and Communication
Chapter 1 of the OIP introduced a complex problem of practice: the underutilization of
SSWs at LLDSB. Chapter 2 developed the framework for change. Chapter 3 attends to
implementation, evaluation, and communication strategies for the OIP. Leveraging
implementation science (Short, 2016), a change implementation plan is presented for a pilot
project to support role integration of five school social workers (SSWs) (including myself) at
Leaders in Learning District School Board (LLDSB). As the change leader I will use a dialectical
approach to leader-driven and collaborative leadership, informed by transformational and critical
perspectives, respectively, to engage the members of my professional practice group in visioning
and action planning processes within Deszca et al.’s (2020) change path model (CPM). Aligned
with the tenets of Lopez’s (2020) decolonizing educational leadership model and social work
leadership (Peters, 2018), Gentile’s (2010, 2017) giving voice to values (GVV) program will
support critical consciousness raising and dialogue amongst the team, enabling the group to
clarify and articulate individual and shared values grounded in critical social work perspectives.
Plan-Do-Study-Act (PDSA) cycles (Christoff, 2018) will be used in an iterative manner to
monitor and evaluate the change implementation plan, allowing for new learning to inform
continuous improvement. A communication plan to communicate the need for change and to
inform all change participants of the change process, is developed. Finally, next steps and future
considerations with respect to leveraging the full potential of SSWs at LLDSB are discussed.
Change Implementation Plan
This section builds on the leadership and change frameworks discussed in Chapter 2 to
address implementation of the chosen solution to the PoP: a pilot project to promote role
integration of SSWs as leaders and collaborators at LLDSB. Internationally recognized
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educational change experts, Fullan and Gallagher (2020), suggested that “the center of gravity
for change may be more local than central” (p. 41). Successful system change is dynamic,
cultural, and dependent on relationships within and across the levels of the system (Fullan &
Gallagher, 2020). Evidence suggesting that informal leadership at the local level can contribute
to system improvement provides support for the emergent, locally driven solution to the PoP
(Fullan & Gallagher, 2020; Higgs & Rowland, 2005; Pescosolido, 2001). Lopez’s (2020)
assertion that decolonizing education begins with self, with decolonizing the mind through
learning and unlearning, and Battiste’s (2013) call for collaborative conscientization to the
impacts of colonial and neo-colonial educational practices on Indigenous and racialized students,
support the locally driven implementation plan guided by the OIP’s leadership framework.
Context for Change
LLDSB has a strong track record of placing strategic priority on a holistic approach to
learning and well-being (LLDSB, n.d.c). Building on this strong foundation, the new director of
education has clearly communicated to all staff that system priorities must continue to focus on
supporting the learning and well-being of both students and staff (LLDSB, 2022). This
commitment to staff as well as students sets the stage for a culture of continuous learning, a key
priority identified through the critical organizational analysis conducted in Chapter 2. The new
director has also demonstrated, in words and action, a clear commitment to enhancing equity
work in the board through an anti-oppressive lens. An equity task force has been struck and staff
and student censuses have been conducted to assist with data-informed decision making. These
actions support the key change priority of capacity building. Perhaps most importantly, the
director has repeatedly delivered the message that all members of LLDSB staff play vital roles in
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supporting LLDSB to achieve its goals. This recognition of the contributions of all staff groups
supports the key priorities of strengthening team identity and enhancing relationships.
In addition to alignment with internal conditions, several external factors create
alignment between the proposed change plan and fulfilling organizational expectations at
LLDSB: (a) ongoing commitments from the Ontario government to enhance mental health,
equity, and anti-racism supports in schools (Ministry of Education, 2021a, 2021b); (b) increased
recognition from School Mental Health Ontario (SMHO) that the intersections between mental
health and equity need to be investigated and addressed (SMHO, 2022); and (c) professional
associations for social work in Ontario intensifying focus on ethical and competent responses to
anti-Black and anti-Indigenous racism (OCSWSSW, 2021) and generating interprofessional
dialogue on decolonizing education and dismantling systemic barriers (OASW, 2021).
The internal and external factors described above provide support and grounding for
pursuing the proposed change: positioning SSWs within a social work with schools model. By
working at the local (school) level to implement the proposed solution in a manner that responds
to local needs and that allows for continuous feedback and improvement, the potential of SSWs
to support LLDSB in transformative change can be maximized.
Change Planning and Goal Setting
Consistent with the premise that change often emerges at the local level (Fullan &
Gallagher, 2020), a detailed implementation plan for locally driven change guided by critical
transformational leadership is presented (Appendix C). Implementation occurs over two school
years plus three months (awakening phase in April to June of year one). The plan aligns an
implementation science approach to foster organizational conditions (Short, 2016) with the steps
of the CPM to address priorities for change and short, medium, and long-term goals (Table 3).
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Table 3
Alignment of Change Path Steps and Organizational Conditions with Goals and Change Priorities
Theory of Action:
Change
Implementation
Timeline
Short-term:
Year 1 April – Year
1 June
(3 months)

Medium-term:
Year 1 September –
Year 2 June
(10 months)

If SSWs possess the knowledge, attitudes, and skills to support transformative change, and if organizational structures and processes exist to facilitate
effective interprofessional collaboration, then the potential of SSWs within LLDSB will be maximized.
Alignment with Change Path Model
Alignment with Organizational
Goals
(Deszca et al., 2020) and Priorities
Conditions (Short, 2016)
for Change
Awakening
1. Commitment
Members of the pilot project team:
2. Leadership team
are supported by management in the change process
3. Clear and focused vision
develop a sense of team identity, shared vision and values
•
Enhancing team identity
4. Communication and shared
are confident in articulating the team’s vision and values (Gentile, 2010,
language
2017)
5. Assessment of initial capacity
develop awareness of their strengths and areas for growth related to the PoP
and resources with SSW pilot
develop an implementation plan with SMART goals
members
Mobilization
•

•

Long-term:
Year 2 September –
Year 3 June
(10 months)

Enhancing relationships within
the SSW team and between
the SSW team and other
change participants

Developing SSW team and
school capacity

Institutionalization
•

Standard processes
Systematic professional
learning
Strategy/action plan

Members of the pilot project team and change recipients (i.e., principals, teachers,
school staff):
develop enhanced working relationships
Members of the pilot project team:
develop enhanced knowledge on key topics such as critical social work
perspectives, the impacts of racism and colonialism in education, the links
between equity and well-being, and leadership for social justice
strengthen attitudes about the role of SSWs in supporting equity, educational
justice, anti-racism, and decolonization work in schools
develop leadership skills and plan action for embedding critical social work
perspectives in work with schools

9. Collaboration
10. Ongoing quality improvement

Members of the pilot project team:
participate regularly as leaders or collaborators in school improvement
projects in the areas of equity and well-being using interprofessional
education (IPE) and interprofessional collaboration (IPC) frameworks
strengthen commitment to a critical culture of continuous learning
Change recipients (i.e., principals, teachers, school staff):
develop enhanced knowledge and understanding about social work ethics and
values and the role of the SSW at their school
recognize SSWs as valuable members of the school team who bring a unique
skillset, practice orientation, and commitment to educational justice to their
work
effectively collaborate with SSWs through multiple means to enhance equity
and well-being for all students

8.

Developing SSW team
capacity

Acceleration
•

6.
7.

Fostering a critically oriented
culture of continuous learning
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For change initiatives requiring more time, mid-point goals are particularly important to
maintaining momentum (Deszca et al., 2020). The mid-point goals for the pilot project relate to
the first part of the theory of action concerning SSWs’ knowledge, attitudes, and skills. As
detailed in Table 3, key mid-point goals involve SSWs strengthening their knowledge on key
topic areas and enhancing leadership skills, a key indicator of which will be an enhanced sense
of professional efficacy. The GVV work will support these goals. Additionally, all change
recipients should experience enhanced working relationships, facilitated by the critical
transformational leadership approach, and benefit from increased clarity and understanding about
the role of SSWs in supporting schools. By aligning these goals with Short’s (2016)
organizational conditions for systems change, the conditions required to achieve and sustain
meaningful change can be monitored and actively nurtured. Indeed, Short (2016) advised that a
systematic effort involving organizational conditions and the development of workforce capacity
is required to move from “a patchwork of competing innovations and priorities to a cohesive
system of high-quality evidence-based care that reaches every student” (p. 35). The CPM
(Deszca et al. (2020) provides the overarching change framework, organizing the key priorities
for change, related organizational conditions, and associated goals into four distinct phases.
Managing the Transition
The proposed solution to the PoP, role integration of SSWs, involves a rebalancing of the
day-to-day role and responsibilities of SSWs. It involves an increase in time spent collaborating
with school administrators, educators, consultants, and other school staff. The rebalancing of
work would result in less time for individual intervention and require a reassessment of how
services interventions can be delivered most effectively. To accomplish this change, a transition
plan is required. Elements of transition planning include temporary structures to facilitate the
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change, responding to individual’s emotional and behavioural responses, keeping people
informed, and reviewing the change process upon completion (Deszca et al., 2020). Table 4
outlines the change roles and responsibilities, as described in Deszca et al. (2020).
Table 4
Change Roles and Responsibilities
Role
Change leader or
agent

Description
Responsible for leading the
change, may play any or all
roles, may be in a formal or
informal leadership position

Who
As a member of the SSW team at LLDSB and as one of three
professional practice leads, I identify myself as the change
leader who at various points in the change process may take on
the role of initiator, implementer, facilitator, and even recipient.

Change initiator

Identifies the need and vision for
change, champions the change,
and advocates for it in the
organization

As the professional practice group leader, I am the initial change
initiator. Responsibility for change initiation will become
collaborative and shared by the pilot project group through the
collaborative visioning process.

Change
implementer(s)

Has responsibility for ensuring
change happens through
planning, support, and
responding to resistance

I, as the professional practice group leader, along with the SSW
team members involved in the pilot project, will be responsible
for implementing the change.

Change facilitator(s)

Assists in the change
management process via
fostering support, alleviating
resistance, and providing
guidance and council

In the awakening, mobilization, and acceleration phases of the
change path model, the Social Work Manager and senior
leadership team will be instrumental as change facilitators. In the
acceleration and institutionalization phases, central consultants
and school principals will be essential to the project’s success in
this respect.

Change recipients

Those affected by the change
i.e., those often required to
change their behaviour to ensure
change effectiveness

This change will require all participants to develop new
attitudes, mental models, and ways of working with one another.
Participants include managers, SSW team members, school
administrators, central consultants, teachers, and support staff.

Aligned with the collaborative elements of the OIP’s leadership framework, the change
plan involves ongoing learning and participation in the planning, implementation, monitoring,
and evaluation of the pilot project. As outlined in Appendix C, project members are required to
commit two days per month away from their schools: one for the professional learning
community (PLC) and another for engaging in the PDSA cycle that forms the monitoring and
evaluation structure for the project. These temporary structures will enable the acquisition of new
knowledge and skills, support action planning, and allow the implementation team to track
progress, troubleshoot problems, and adjust implementation in response to local needs.
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Responding to Reactions to Change
Reactions to change are an inherent part of the change process that can be leveraged to
enhance change outcomes (Ford & Ford, 2009). Resistance to change, traditionally viewed as
change recipient defiance or refusal of the change, can be reframed through a critical leadership
lens as a resource and an important mechanism for feedback (Bareil, 2013). The latter view
aligns with critical perspectives on organizational development suggesting that change resistance
may not be about resisting the change itself but about exercises of power, wills, and emotions
(Jansson, 2013). Similarly, Bareil (2013) identifies that resistance can center around questions
such as why change? What’s going to happen to me? Is the change feasible? And what’s in it for
me? The proposed change primarily involves adjustments to the work/tasks of SSWs and to the
informal organizational arrangements between SSWs and other change participants. Thus, all the
above questions are likely to be invoked from the perspective of senior and middle managers,
school administrators, the SSW team, and school staff. Therefore, as a critical transformational
leader, all forms of resistance must be viewed as feedback and addressed through strategies such
as communication and meaningful discussion, collaboration, attending to the concerns of change
participants with empathy, having a clear but flexible implementation plan that is responsive to
feedback, adopting a participatory approach, providing resources and support, promoting
dialogue and best practices through communities of practice, and engaging in continuous
improvement (Bareil, 2013). Feedback mechanisms can include informal conversations,
observations, and formal opportunities for participants to provide feedback such as surveys.
Engage and Empower Others
Engaging and empowering others in the change process are essential to achieving the
envisioned future state and are at the heart of the OIP’s leadership framework (Deszca et al.,
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2020). In circumstances where others may not be aware of the need for change, the first step for
leaders is to present a strong rationale for why energy and resources should be committed to
change (Deszca et al., 2020). A compelling transformational vision based on higher-order values
that clearly articulates the desired result of the change can be a powerful motivator for
individuals to go beyond themselves and contribute to a meaningful cause (Bennis & Nanus,
2007). Therefore, I will engage participants in the change process by adopting and embodying
the elements of the critical transformational leadership framework. I will generate energy and
buy-in for the change initiative by drawing on referent, network, and expert power connected to
my roles as an SSW team member and professional practice leader, my experience as a former
mental health lead, and my affiliations with professional networks (Baines, 2017; Bolman &
Deal, 2017). In collaboration with the Manager of Social Work, I will communicate about the
pilot project to the SSW team, framing a transformational change vision as an opportunity to
enhance our knowledge and skills, strengthening our ability to support students and schools. I
will use information about the context for change to frame the discussion emphasizing ethics
(CASW, 2005), the work of SMHO and professional social work bodies, and the call to action
from social work scholars and practitioners to take up leadership roles in educational justice.
To generate buy-in and enhance the likelihood of success using a collaborative model, a
pilot project will be conducted (Bareil, 2013). The pilot group and selected schools will represent
innovators and early adopters, those who tend to embrace change and adapt easily to new
innovations (Deszca et al., 2020). Team members who are interested in participating in the pilot
project will be invited to submit a statement of interest to the Manager of Social Work. Selection
of the pilot group will be based on members’ interest in the vision and goals of the project, and
their commitment to continuous learning with a focus on critical social work perspectives. Pilot
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group schools will be similarly selected for their commitment to the project goals. To ensure an
inclusive and collaborative process, all SSW team members will be involved in conversations
about the pilot project and its progress. Similarly, the Manager of Social Work will communicate
with senior management and other school administrators about this initiative. These actions will
encourage ongoing awareness building about the proposed change throughout the organization.
Needed Resources
The implementation plan for the pilot project leverages existing structures, human, and
technological resources thereby limiting costs. A budget of $5000.00 for training resources,
$1300.00 for communication, and $1200.00 for meeting expenses is proposed for the project.
Potential Challenges
Despite careful planning, implementation challenges may arise. One challenge could
relate to funding because Ontario school boards are funded on a yearly basis. Given heightened
awareness about equity and mental health, it is reasonable to believe that funding for these
priority areas will remain strong. Considering uncertainty over funding however, the pilot project
has been designed with a minimal budget. The need for release time is minimized by leveraging
existing structures including staff meetings, PLCs, professional development days, and school
improvement processes. A second challenge that could arise is turnover in project participants. A
pilot project member might go on leave, or a school principal might be moved to a different
school. Participant turnover will have to be addressed on a case-by-case basis through
discussions with the Social Work Manager and affected change participants.
Having developed a detailed implementation plan for a pilot project to explore role
integration of SSWs as leaders and change partners in their schools, a framework for monitoring
and evaluation is presented next.
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Change Process Monitoring and Evaluation
Aligned with the critical paradigm underpinning the OIP, including the critical
transformational leadership framework, the change implementation plan presented in the
previous section reflects a participative approach to an emergent change process (doing first
change) (Deszca et al., 2020). This type of change requires monitoring and evaluation methods
capable of generating engagement and feedback on an ongoing basis. In the context of emergent
change, evaluative tools support awareness of project activities, provide clarity on what is
emerging, and promote support and understanding for next steps (Deszca et al., 2020). While
monitoring and evaluation methods will need to be chosen or developed collaboratively with the
pilot project team, I propose a template for change process monitoring and evaluation, including
possible monitoring tools and approaches (Table 5).
Continuous Improvement as a Framework for Evaluation
As introduced in Chapter 2, the proposed framework for monitoring and evaluation for
the OIP consists of a continuous improvement (CI) approach. Yurkofsky et al. (2020) described
four common features of CI methods: grounding improvement efforts in local needs;
empowering practitioners to take an active role in research and improvement; engaging in a
cyclical process of action, assessment, reflection, and adjustment; and striving to facilitate
change across schools and systems. These elements of CI are consistent and compatible with the
OIP’s critical, anti-oppressive, and participatory leadership framework that positions change
participants as change leaders/facilitators, change recipients, and evaluators of change (Strega &
Brown, 2015). A CI approach is also compatible with the CPM implementation framework.
Deszca et al. (2020) identified that although measurement is specifically identified in the
institutionalization phase of the model, it plays a critical role throughout the change process. The
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Table 5
Outline of the Change Process Monitoring and Evaluation Plan
Theory of Action: If SSWs possess the knowledge, attitudes, and skills to support transformative change, and if organizational structures and processes exist to facilitate effective
interprofessional collaboration, then the potential of SSWs within LLDSB will be maximized.
Change Path Step, Org.
Goals
Possible Indicators, Monitoring Tools and Approaches
Conditions, Priority & Timeline
Awakening
Members of the pilot project team:
Organizational conditions 1-5 initially in place (see Appendix D for sample tool)
(Organizational Conditions 1-5)
are supported by management in the change process
Scores on the Team Excellence and Collaborative Team Leader Questionnaire
develop a sense of team identity, shared vision and values
(Appendix E) guide corrective action within the pilot project group
are confident in articulating the team’s vision and values
Self-assessment on the CASWE (2014) competencies (see Appendix F for sample
•
Enhancing team identity
(Gentile, 2010)
tool) to assess initial capacity of SSWs
develop awareness of their strengths and areas for growth
Implementation plan with SMART goals co-created by pilot project team
Short-term:
related to the PoP
PLC and PDSA processes in place (underpinned by co-created critical dialogue and
Year 1 April – Year 1 June
develop an implementation plan with SMART goals
self-reflexive practice processes and tools)
Evaluation plan co-created by pilot project team using PDSA and logic model
Mobilization
(Organizational Conditions 6-8)
•

•

Enhancing relationships
within the SSW team and
between the SSW team and
other change participants
Developing SSW team
capacity

Medium-term:
Year 1 September – Year 2 June

Members of the pilot project team and change recipients (i.e.,
principals, teachers, school staff):
develop enhanced working relationships
Members of the pilot project team:
develop enhanced knowledge on key topics such as critical
social work perspectives, the impacts of racism and
colonialism in education, the links between equity and wellbeing, and leadership for social justice
strengthen attitudes about the role of SSWs in supporting
equity and educational justice, anti-racism, and decolonization
work in schools
develop leadership skills and plan action for embedding
critical social work perspectives in work with schools

-

-

Acceleration
(Organizational Conditions 9-10)
•

Developing SSW team and
school capacity

Institutionalization
(Organizational Conditions 9-10)
•

Fostering a critically
oriented culture of
continuous learning

Long-term:
Year 2 September – Year 3 June

Members of the pilot project team:
participate regularly (as leaders or collaborators) in school
improvement projects in the areas of equity and well-being
utilizing interprofessional education (IPE) and collaboration
(IPC) frameworks (Iachini et al., 2018; Mellin et al., 2010)
strengthen commitment to a critical culture of continuous
learning
Change recipients (i.e., principals, teachers, school staff):
develop enhanced knowledge and understanding about social
work ethics and values and the role of the SSW at their school
recognize SSWs as valuable members of the school team who
bring a unique skillset, practice orientation, and commitment
to educational justice to their work
effectively collaborate with SSWs through multiple means to
enhance equity and well-being for all students

-

-

Organizational conditions 1-5 partially in place; organizational conditions 6-10
initially or partially in place
Scores on the Team Excellence Survey and the Collaborative Team Leader
Questionnaire guide corrective action within the pilot project group
Self-assessment on CASWE competencies facilitate self-reflexive practice and track
personal growth of SSWs
Individual and group reflection tool to monitor PLC quality and impact (see
Appendix G for sample tool)
PDSA guides implementation and continuous improvement; adapted Learning
Conversation Protocol (Appendix H) embeds critical reflection/monitoring of
process
Observations, informal conversations, interviews, and surveys with school principals
and school staff to monitor reactions to change, assess impacts, and plan next steps
Quarterly reporting to senior manager is completed
Organizational conditions 1-5 at full implementation or sustainability; organizational
conditions 6-10 at full implementation or sustainability
Scores on the Team Excellence Survey and the Collaborative Team Leader
Questionnaire identify guide corrective action within pilot project team
Self-assessment on CASWE competencies facilitate self-reflexive practice and track
personal growth of SSWs
Individual and group reflection tool to monitor PLC quality and impact
The Index of Interprofessional Team Collaboration for Expanded School Mental
Health (IITC-ESMH) (Appendix I) is used to monitor and evaluate collaboration
levels within pilot schools
PDSA guides implementation and continuous improvement; adapted Learning
Conversation Protocol embeds reflection/monitoring of process
Observations, informal conversations, interviews, and surveys with school principals
and school staff to monitor reactions to change, assess impacts, and plan next steps
Quarterly reporting to senior manager completed
Pilot project evaluation completed and presented to change participants
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authors advised that tracking the change periodically assists in identifying needs, monitoring
progress toward the goal, and prompting modifications when needed. These elements are all
consistent with CI methods and with a collaborative, participative leadership approach.
Yurkofsky et al. (2020) noted that CI methods consist of a variety of routines, processes,
and strategies, however Deming’s PDSA cycle features prominently as a “protocol for iteration
across CI methods” (p. 424). The PDSA cycle consists of four phases which are described by
Christoff (2018). The first phase is plan which involves developing a plan, identifying tasks,
persons responsible, timelines, objectives, and predictions of outcomes. The second phase is do
which involves implementing the plan, documenting data, as well as identifying successes and
problems or unexpected outcomes. The third phase is study (evaluate) the data to assess the
effectiveness of the plan by comparing results with predictions. Finally, the act phase involves
adoption, modification, or abandonment of specific interventions or aspects of the plan based on
the evaluation phase. The PDSA cycle is guided by questions including: “what are we trying to
accomplish?”; “what change can we make that will result in improvement?”; and “how will we
know that a change is an improvement?” (Christoff, 2018, p. 199). While serving as the overall
evaluative framework, PDSA cycles can also be mapped onto each phase of the CPM to monitor
progress toward the OIP’s priorities and goals in each phase (Figure 5).
PDSA meetings will occur monthly and pilot project members will assess where they are
in the cycle. A complete cycle could occur roughly every two to four months. Such ‘rapid cycle’
PDSAs are promoted in the educational environment to learn fast, fail fast, and improve quickly
(The Carnegie Foundation, 2022). An adapted version of Katz et al.’s (2018) learning
conversation protocol could be used to structure these meetings, facilitating group and selfreflexive practice.
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Figure 5
Proposed Monitoring and Evaluation Plan Mapped onto the Change Path Steps

Note. Repeated use of PDSA cycles for continuous improvement within phases of the pilot project implementation plan. PDSA =
Plan-Do-Study-Act. Adapted from: “Implementing Educational Innovations at Scale: Transforming Researchers into Continuous
Improvement Scientists,” by L. Cohen-Vogel, A. Tichnor-Wagner, D. Allen, C. Harrison, K. Kainz, A. R. Socol, and Q. Wang, 2015,
Educational Policy, 29(1), p. 265 (10.1177/0895904814560886). Copyright 2014 by The Author(s).; and “Running PDSA Cycles,” by
P. Christoff, 2018, Current Problems in Pediatric Adolescent Health Care, 48(8), p. 201. Copyright 2018 by Elsevier Inc.
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Tools for Organizing the Evaluation Process
While CI has been described as the framework for monitoring and evaluation, the logic
model is presented as a tool to organize and document this process. A logic model is “a
systematic and visual way to present and share your understanding of the relationships among
the resources you have . . . the activities you plan, and the changes or results you hope to
achieve” (W.K. Kellogg Foundation, 2004, p. 1) (Figure 6). Logic models use ‘If . . . then . . .’
statements to make predictions and connect the component parts of the program implementation
plan. The outcome component of the logic model identifies desired changes in program
participants’ attitudes, behaviors, knowledge, and skills (W.K. Kellogg Foundation, 2004).
Figure 6
The Basic Logic Model

Note. Reproduced from “Logic Model Development Guide,” by W. K. Kellogg Foundation,
2004, p. 1 (https://hmstrust.org.au/wp-content/uploads/2018/08/LogicModel-Kellog-Fdn.pdf).
Consistent with a continuous improvement approach, a logic model allows change
implementers to adjust approaches and change course as necessary through ongoing assessment
and review (W.K. Kellogg Foundation, 2004). Indeed, logic models can be used with the PDSA
cycle (Figure 7) to provide an integrative organizing tool for multimethod approaches to
evaluation, allowing for the triangulation of qualitative and quantitative data collected from
multiple sources (Cooksey et al., 2001; Woodhouse et al., 2013). While logic models are less
prevalent in the educational environment, they have long been used in the public health and not-
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for-profit sector as a tool to track program planning, implementation, monitoring, and evaluation
(Woodhouse et al., 2013). There are many free and reputable resources on how to effectively
develop and use a logic model (W.K. Kellogg Foundation, 2004; Public Health Ontario, 2016).
Figure 7
Using a Logic Model with the PDSA Cycle

Note. PDSA interface with logic model. PDSA = Plan-Do-Study-Act. Adapted from “A Merged
Model of Quality Improvement and Evaluation: Maximizing Return on Investment,” by L. D.
Woodhouse, R. Toal, T. Nguyen, D. Keene, L. Gunn, A. Kellum, G. Nelson, S. Charles, S.
Tedders, N. Williams, and W. C. Livingwood, 2013, Health Promotion Practice, 14(6), p. 890.
Copyright 2013, Society for Public Health Education.
In addition to my personal experience and training in the use of logic models, local public health
units offer training in logic model use to school boards. Thus, I propose the logic model as a
possible tool to organize, track, and communicate the evaluative process for the OIP.
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Monitoring Approaches, Tools, and Measures
Deszca et al. (2020) advised that when the change context is marked by a high degree of
complexity and ambiguity, and when the change completion time is long, “choose more
approximate measures, focus on vision and milestones, and learn as you go” (p. 380). As
introduced in Table 5, there are a variety of monitoring tools, measures, and approaches that
could be used in different phases of the change process to track change and provide opportunities
for adjustment. To align with an integrated approach, I recommend a combination of qualitative
and quantitative methods to support monitoring and evaluative processes for the OIP.
Reflective and Reflexive Practice (Praxis)
Aligned with the critical paradigm for the OIP, with the leadership for transformative
change framework, and with the social work profession itself, reflective practice (Richard et al.,
2019) and self-reflexivity (Freire, 1998; Furman, 2012; Lopez, 2020), represent vital methods for
monitoring and continuous improvement, particularly at the individual level.
Reflective practice, based on the scientific paradigm and originating from Dewey’s
(1933) work, is increasingly recognized as a key contributor to health and social service
professionals’ skills development and maintenance, and to effective interprofessional practices
(Richard et al., 2019). I recommend embedding reflective practice approaches like self-reflection
questionnaires (e.g., Appendices E and F) and structured dialogue (e.g., Appendices G and H)
into the PDSA and PLC processes to support effectiveness and CI.
In contrast to reflective practice, reflexivity is a postmodern term (Jude, 2018). In the
social work literature, ‘reflexivity’, ‘reflectivity’, and ‘critical reflectivity’ are often used
interchangeably and associated with concepts such as reflection in or on action, critical
awareness of self, embodied or situated knowledge, the role of self/cognition/emotion/power in
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knowledge creation, and knowledge of self in relation to social structures (D’Cruz et al., 2007).
While exploring the nuances of each term is beyond the scope of the OIP, the important common
thread is the focus of these practices on emancipation and social change. Jude (2018) offers ideas
to facilitate the practice of reflexivity for social workers such as being aware of the balance of
dominant and marginalized narratives, and awareness of one’s privilege linked to social identity.
Journaling is one way that social workers can engage in the practice of self-reflexivity which
entails reflecting on one’s subjectivity as structured through relations of power (Heron, 2005;
Martin-Cuellar, 2018). The journal entries of pilot project members could become important
sources of qualitative monitoring and evaluation data reviewed across all phases of the project.
Team Excellence and Collaborative Team Leader Questionnaire
The success of the pilot project will be facilitated by the OIP’s leadership framework that
is underpinned by principles / tenets of both transformational (Bennis & Nanus, 2007) and social
work leadership (Peters, 2018). As the initial change leader in the awakening phase of the
project, it will be necessary for me to balance the transformational and collaborative elements of
this approach. It will also be essential to ensure that the pilot project team feels supported and
equipped to undertake and manage the change throughout the life of the project. The Team
Excellence and Collaborative Team Leader Questionnaire (Kogler Hill, 2019) could be used as a
group reflection and diagnostic tool across different phases of the project and as part of the
PDSA process to identify strengths and areas for growth, guiding corrective action. The
Questionnaire combines two instruments: the Team Excellence Survey (Lafasto & Larson,
1987); and the Collaborative Team Leader Instrument (Lafasto & Larson, 1996). The first seven
questions of the tool are a measure of the team’s health. For example, “we trust each other
sufficiently to accurately share information, perceptions, and feedback.” The next six questions

87
assess leadership effectiveness based on criteria such as goal focusing, building confidence, and
ensuring a safe, collaborative climate. A team assessment is obtained by comparing scores on the
instrument amongst team members. Such a monitoring tool could provide invaluable feedback to
the project team, strengthening the organizational conditions for change.
The Index of Interprofessional Team Collaboration for Expanded School Mental Health
In the acceleration and institutionalization phases of the OIP implementation plan, the
second part of the pilot project’s theory of action related to effective organizational structures
and processes (see Table 5) becomes the focus alongside the organizational condition of
collaboration. Although interprofessional collaboration is a promising practice approach in
school mental health, it is difficult to achieve (Borg & Pålshaugen, 2018; Mellin et al., 2011).
Mellin et al. (2010) asserted that “explicit models of collaboration, along with instruments that
operationalize the practice, are needed to help determine how well teams are functioning,
whether they are effective, and to identify strategies to strengthen collaboration” (p. 515). The
Index of Interprofessional Team Collaboration for Expanded School Mental Health (IITCESMH) provides a reliable instrument to assess, track, and measure perceptions of
interprofessional team collaboration across professions within a school-based context (Mellin et
al., 2010; Weist et al., 2012). The IITC-ESMH is a 26-item measure that uses a 5-point Likerttype scale (1 = never to 5 = always) to rate the frequency of collaborative elements within
interprofessional teams. These elements were adopted from Bronstein’s (2002, 2003) model of
interprofessional collaboration and include role interdependence, professional flexibility, newly
created professional activities, collective ownership of goals, and reflection on the process. The
IITC-ESMH is an easy to use, brief tool that can be administered multiple times as part of team
reflection at the school level and as part of the data collected by SSWs to inform the PDSA
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process (Mellin et al., 2010). This tool can assist in the final evaluative process to assess the
degree to which SSWs have achieved enhanced role integration.
Qualitative Methods
In addition to reflective and reflexive practice and the quantitative tools described above,
other qualitative data collection methods are also recommended as a way for pilot project
participants to inform their PDSA work across the life of the project including the final
evaluative process (Deszca et al., 2020). Qualitative tools might include conducting interviews or
focus groups with change participants at the school level to gain insight into perceptions about
the SSW role and current working relationships, and to elicit feedback about how to enhance role
integration of SSWs into the fabric of school culture. Pilot project members might also capture
qualitative data gleaned from informal conversations or observations by recording this
information in their personal journal.
This section developed the proposed monitoring and evaluation plan, including possible
tools and measures, for the pilot project to support role integration of SSWs at LLDSB. The CI
method supports a participatory and relationship-oriented approach aligned with the OIP’s
leadership framework and consistent with the CPM. The final step of change planning,
communication, is discussed next.
Plan to Communicate the Need for Change and the Change Process
Carefully considered implementation, monitoring, and evaluation plans are crucial to
successful change efforts however, in the absence of a robust communication strategy, the risk of
change failure is high (Barrett, 2002). Periods of organizational change generate cognitive and
emotional reactions from employees and heighten the need for open, honest, and regular
communication (DuFrene & Lehman, 2014). Dominant perspectives on leadership and
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organizational change conceptualize communication as a strategic tool with which to inform,
persuade, gain buy-in, respond to resistance, and promote a particular organizational vision
(Bennis & Nanus, 2007; Deszca et al., 2020; Saruhan, 2014). Alternatively, a critical perspective
views communication within organizations as a political and power-laden constitutive process
(McClellan, 2011). From this perspective “successful organizational change requires efforts to
create and maintain discursive openings in which organizational participants engage in dialogue
to engender new ways of talking about organizational processes and practices” (McClellan,
2011, p. 466). In alignment with a critical paradigm and the dialectical approach to leadership
underpinning the OIP, dominant and critical perspectives on communication inform the
communication plan. The structure for the plan is based on an adaptation of Klein’s (1996)
model and is aligned with the phases of the CPM (Table 6). The four phases of the plan are: (1)
pre-change approval; (2) developing the need for change; (3) midstream change and milestone
communication; and (4) confirming and celebrating the change (Deszca et al., 2020).
Pre-Change Approval Phase
The first phase of the communication plan, linked to the awakening phase of the CPM, is
the pre-change approval phase. In this phase, the communication need is to generate buy-in and
commitment from senior leaders about the need for change (Deszca et al., 2020). Persistence,
opportunism, involvement of others at the right time, and linking the change to organizational
goals, plans, and priorities are key strategies in garnering leadership support for projects (Dutton
et al., 2001). From a critical perspective, this need is framed through the lens of articulating
alternative organizational realities (McClellan, 2011). Finding discursive openings, moments of
“[questioning] sedimented procedures, meanings, rights of participation, and even “preferred
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Table 6
Communication Plan: Attending to Dominant and Critical Perspectives on Communication and Change
Change Path Phase/
Phase of Change
Awakening /
Pre-Change
Approval Phase

Mobilization /
Developing the
Need for Change
Phase

Acceleration /
Midstream Change
and Milestone
Communication
Phase

Institutionalization /
Confirming and
Celebrating the
Change Phase

Communication Need

Audience

Communication Methods

Assessment /
Measurement

Timeline

Gaining support and approvals
from management via a
transformational change
vision (Bennis & Nanus,
2007); articulating alternative
organizational realities and
practices (McClellan, 2011).

Senior
leadership,
Manager of
Social Work,
SSW team,
pilot project
team, school
principals.

Face-to-face and virtual
communications, presentations /
discussions at staff meetings, formal
written invitations to participate in pilot
project; find discursive openings
(Thackaberry, 2004) and promote
generative dialogue (Gergen et al., 2004)
using GVV model (Gentile, 2010, 2017).

Approvals are secured,
pilot project
participants and schools
are recruited, selfreflexivity / critical
reflection are used by
change agent(s) to
guide corrective action.

Year 1 April –
Year 1 June

Explaining the need for
change, communicating
rationale, clarifying steps,
generating enthusiasm and
urgency (Deszca et al., 2020);
disrupting taken-for-granted
understandings (McClellan,
2011).

SSW team,
management,
pilot school
principals,
school staff,
professional
staff, central
consultants.

Face-to-face and virtual
communications, presentations /
discussions at staff meetings, power
point presentations; promote
conversations that reveal and challenge
dominant organizational meaning
systems (McClellan, 2011) using GVV.

Surveys of staff, data
from formal and
informal conversations,
self-reflexivity / critical
reflection are used by
change agents(s) to
guide corrective action.

Year 1
September –
Year 2 June

Inform people of progress,
listen to feedback, clarify new
roles, structures, and systems
(Deszca et al., 2020);
revealing tacit assumptions,
co-creating alternative
meanings (McClellan, 2011).

As above
plus external
audiences
(students,
parents /
guardians,
community).

Face-to-face and virtual
communications, presentations and
discussions at staff meetings, power
point presentations; creative social media
posts; promote collaborative dialogue
that generates conflicts of understanding
(McClellan, 2011) using GVV.

As in Mobilization
Phase plus assessment
of social media and
electronic
communication
engagement.

Year 2
September –
Year 3 April

Communicate outcomes,
capture learning, prepare next
steps (Deszca et al, 2020);
infuse new ways of talking
about organizational practices
(McClellan, 2011).

All
audiences
(internal and
external).

Face-to-face and virtual
communications, presentations to all
audiences, creative social media posts;
promote a culture of generative
conversation (McClellan, 2011) using
GVV.

As in Acceleration
Phase.

Year 3 April –
Year 3 June
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ways of being” (Thackaberry, 2004, p. 324), and promoting generative dialogue, “dialogue that
brings into being a mutually satisfying and effective organization” (Gergen et al., 2004, p. 45)
are two strategies to accomplish this aim.
As the change initiator at the outset of the awakening phase, and with the support of the
Manager of Social Work, I will draw on the OIP’s leadership framework (e.g., communicating
an inspirational vision, engaging in critical dialogue, working collaboratively, and keeping the
focus on social justice) (Bennis & Nanus, 2007; Lopez, 2020; Peters, 2018) to raise awareness
about the need and opportunities for change amongst senior leaders, managers, and the SSW
team. I will draw on my various positionalities (i.e., SSW team member, professional practice
facilitator, bargaining unit president, and member of provincial networks) to leverage discursive
openings and to promote generative dialogue amongst these participant groups. In the early
stages of this phase, the leader-driven / transformational side of the leadership dialectic is more
prevalent recognizing that “leaders . . . play a critical role in articulating a vision by bringing a
unique, personal blend of history, poetry, passion, and courage in distilling and shaping
direction” (Bolman & Deal, 2017, p. 355). The Manager of Social Work will have an important
role in this phase as the change facilitator with key communication functions including securing
approvals, responding to questions, addressing misconceptions, and alleviating concerns
experienced by team members (DuFrene & Lehman, 2014).
As initial approvals are gained and the pilot project moves forward, the inclusive,
collective, and collaborative elements of social work leadership (Peters, 2018) become the focus
of my leadership approach to engage pilot team members during project visioning and planning
meetings. As planning progresses, pilot team members will draw on the leadership framework
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for transformative change and use Gentile’s (2010, 2017) GVV model as a method to engage
prospective pilot schools, promoting interest and participation in the project.
In this phase, communication methods include face-to-face or virtual meetings,
presentations, written and electronic communications, and conversations. Key messages will be
crafted for different audiences to meet relevant communication needs (Lavis et al., 2003).
Senior Leaders and Managers
Key messages to articulate an inspirational vision for change based on higher order
values and stimulate dialogue about alternative organizational realities aligned with LLDSB’s
strategic priorities can be crafted from the following points:
•

Equity, mental health, and well-being continue to be key priorities of the Ministry of
Education and of LLDSB.

•

Increasingly, provincial organizations like School Mental Health Ontario and the Ontario
Association of Social Workers (OASW) recognize the need to investigate and attend to
the intersections between equity and mental health.

•

Public education in Ontario has work to do in expanding its efforts in equity beyond
diversity and inclusion to include conversations and action related to the impacts of
colonialism, systemic racism, and multiple intersecting forms of oppression.

•

The complexity of the issues facing schools today requires concerted efforts in
interprofessional collaboration to leverage the unique disciplinary knowledge, practice
perspectives, and skills sets of all education workers.

•

SSWs are ideally positioned to support education systems in school and system
improvement efforts yet often remain underutilized resources.
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•

The proposed pilot project seeks to simultaneously enhance the anti-oppressive practice
approach of the SSW team and to leverage their full potential in supporting LLDSB to
meet its strategic focus on organizational learning, equity, and student achievement.

SSW Team
Key messages to articulate a vision for change and stimulate dialogue about alternative
organizational realities, generating enthusiasm and support for the project amongst the SSW
team, can be crafted from the following points:
•

School social work scholars and practitioners are calling on SSWs to take up leadership
roles in decolonizing educational spaces and eliminating systemic barriers facing
historically marginalized and diverse student groups.

•

The school social work profession has a long history of advocating for students, families,
and communities but it also needs to examine its historical and present-day role in
upholding systems of oppression.

•

As social workers, rooted in a code of ethics founded upon social justice and positive
social change, we have a responsibility and opportunity to enhance and contribute our
unique skills and practice perspectives to creating a more just education system for all.

School Principals
Key messages to articulate a vision for change and stimulate dialogue about alternative
organizational realities, generating interest and participation amongst schools, can be crafted
from the following points:
•

SSWs are typically known for their role in supporting students facing challenges.

•

SSWs possess a knowledge base and skillset, rooted in a code of ethics founded upon
social justice and positive social change, that is often underutilized.
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•

The proposed pilot project seeks to integrate the role of the SSW into capacity
development, policy decisions and analysis, and school improvement efforts in the areas
of equity, mental health, and well-being.
Monitoring the impact of the communication plan in this phase relies heavily on the use

of self-reflexivity and critical reflection with respect to participant responses to key messages,
supporting adjustments and open dialogue. Ultimately, success of the plan in this phase is
achieved when approvals are secured, the pilot group is formed, and pilot schools are selected.
Developing the Need for Change Phase
The second phase of the communication plan is developing the need for change, linked to
the mobilization phase of the CPM. In this phase, change agents need to “explain the issues and
provide a clear, compelling rationale for change” (Deszca et al, 2020, p. 350) to create a sense of
urgency and enthusiasm to drive the change forward. This phase takes place over 10 months
(year 1 September to year 2 June). Regular face-to-face communication with pilot school
administration and staff is crucial during this phase and includes pilot project members attending
school staff meetings and participating in intervention team meetings and school-based
professional development. Pilot project members will also engage other professional staff groups
and central consultants in formal and informal conversations. In addition to quarterly reporting to
the Manager of Social Work, it will also be important to maintain opportunities for dialogue and
feedback to the broader SSW team and to senior leaders.
From a critical perspective, the goal of communication in this phase is to disrupt takenfor-granted understandings by promoting conversations that reveal and challenge dominant
organizational meaning systems (McClellan, 2011). SSWs will draw on the leadership
framework for transformative change and the GVV model (Gentile, 2010, 2017) to disrupt
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common understandings of the SSW role and to generate dialogue about critical social work
practice perspectives, values, and beliefs. Introducing or strengthening a language and discourse
on decolonization, anti-racism, and anti-oppression is an example of this approach.
Due to the highly emergent nature of the project and its focus on participative,
relationally oriented methodologies, specific messages tailored for various audiences are not
developed for this phase or subsequent phases of the communication plan. Instead, the pilot
project team will use the communication plan to build on and adjust messaging developed during
the awakening / developing the need for change phase to ensure that communication needs in
subsequent phases are met using dialogical processes and the other methods identified.
Monitoring and evaluating the communication plan in this phase and subsequent phases
will be integrated into the monthly PDSA meetings. Data might be gathered from surveys of
staff, observations, conversations, and the use of self-reflexivity and critical reflection to guide
corrective action.
Midstream Change and Milestone Communication Phase
The third phase is the midstream change and milestone communication phase, linked to
the acceleration phase of the CPM. This phase takes place over 8 months (year 2 September to
year 3 April) and includes a shift to the second half of the theory of action for the pilot project
having to do with formalized structures and processes for interprofessional learning and
collaboration. In this communication phase, progress about the change is communicated to
relevant audiences; new roles, structures, and systems are clarified; feedback is provided to
management regarding acceptance of the change; and employee attitudes and misconceptions are
understood and addressed by change agents (Deszca et al., 2020). From a critical perspective,
revealing tacit assumptions and co-creating alternative meanings is a communication goal in this
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phase accomplished through promoting collaborative dialogue that generates conflicts of
understanding out of which new meanings emerge (McClellan, 2011). Unpacking the meaning of
concepts such as equity and student success / achievement or dialoguing about what it means to
work in an interprofessional manner are examples of this approach.
Internal audiences described in the previous phase will be the focus of communication in
this phase with the addition of external audiences including students, parents / guardians, and
communities. Pilot project members will draw on the OIP’s leadership framework and use the
GVV model (Gentile, 2010, 2017) to communicate and dialogue with pilot school administrators
and staff, the Manager of Social Work, and with the broader SSW team. The Manager of Social
Work will continue to facilitate communication with senior leadership. In addition to previously
described communication methods, the use of social media (i.e., Twitter) by SSW pilot project
members will be introduced in this phase to highlight project activities and successes to the
broader organization and to external audiences. Creative representations of project activities
(e.g., videos, infographics, blog posts) can be shared through social media and more traditional
communication channels. Monitoring and evaluation of the communication strategy reflects
previous phases with the addition of assessing audience engagement with social media and
electronic communications.
Confirming and Celebrating the Change Phase
The final phase of the communication plan is confirming and celebrating the change,
linked to the institutionalization phase of the CPM. This phase takes place over 3 months (year 3
April to year 3 June) and involves communicating the outcomes of change. While celebrations
are needed along the way to mark progress and reinforce commitment, this final phase involves
debriefing the change, identifying any unfinished tasks, and preparing next steps (Deszca et al.,
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2020). From a critical perspective, a goal of communication in this phase is to infuse new ways
of talking about organizational practices throughout the organization by promoting and
sustaining a culture of generative dialogue (McClellan, 2011). As the pilot project draws to a
close, the communication plan will focus more on collaboratively developed and delivered
presentations to pilot school staff and to other internal audiences including the broader SSW
team, central department staff, and senior leaders. Social media communications with internal
and external audiences will intensify focus on articulating new organizational realities and
meanings (i.e., (re)articulating the role of the SSW in schools). This phase may also include
creative representations of project activities and outcomes (e.g., videos, infographics, blog posts)
that can be shared with the broader organization to generate interest for next steps. Monitoring
and evaluation of the communication plan in this phase reflects the previous phase.
Communication is essential to the success of any change initiative (Bennis & Nanus,
2007; Deszca et al., 2020; DuFrene & Lehman, 2014). This section charted a communication
plan that navigates the dialectic between communication as a strategic tool for organizational
change and communication as a constitutive, political, and power-laden practice capable of
generating alternative organizational possibilities. The plan proposes methods of communication
tailored to different audiences and to different communication needs associated with the various
phases of change. Methods for assessment and measurement of the plan are suggested. The final
section of the OIP discusses next steps.
Future Considerations and Next Steps
The development of this OIP comes at a time of profound disruption and change in
Ontario’s K-12 public education system caused by the Covid-19 pandemic and overlaid by an
awakening to the ongoing impacts of colonialism and systemic racism. On February 17th, 2022,
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the Ministry of Education in Ontario announced its Learning Recovery Action Plan for students
(Government of Ontario, 2022a, 2022b). Student resilience and mental well-being underpin all
five elements of the plan that includes government intentions to launch consultations in the
summer of 2022 to create Ontario’s first Student Mental Health Strategy. These consultations
will focus on “stabilizing and strengthening historic student mental health funding made last
year” (Government of Ontario, 2022a). The recovery plan includes $90 million in mental health
investments for the 2022-2023 school year to support the retention of existing mental health
professionals in schools and the implementation of evidence-based mental health programs and
resources. The plan also includes mandatory professional learning on mental health for
educators, a potential graduation requirement on resilience and mental well-being, and
continuing to support student resilience through mentally healthy classrooms, effective and
responsive school mental health supports, and connections to the broader provincial system of
mental health care (Government of Ontario, 2022b).
The clear commitment to mental health and well-being from Ontario’s Ministry of
Education presents a tremendous opportunity for SSWs to shape, lead, and partner with schools
and school boards in these efforts. To ensure that this work is truly transformative, SSWs need to
adopt an integrated practice identity (Peters, 2018). They need to be equipped with the attitudes,
knowledge, and skills enabling them to deliver culturally responsive evidence-based or evidenceinformed services using critical, anti-oppressive, and decolonizing practice approaches. Further,
they require the opportunities and structural / processual supports to maximize their potential as
leaders and collaborators in education systems. In addition to scaling up the successful and
promising elements of the pilot project to maximize the use of SSWs’ potential in schools, future
considerations involve ongoing conscientization of SSWs and other educational change leaders
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to dominant educational discourses contributing to barriers for diverse student groups, and
ongoing attention to effective implementation of interprofessional education (IPE) and
interprofessional collaboration (IPC) models.
Scale up of the Pilot Project
Upon completion and final evaluation of the pilot project, I recommend that successful
and promising elements be scaled up to include all members of the SSW team and all schools
within LLDSB. Scale up could involve adopting a similar implementation process, including a
focus on organizational conditions (Short, 2016), as was developed for the pilot project. PLCs
and ongoing continuous improvement cycles using the PDSA model are two structures that could
assist in engaging SSW team members who did not take part in the original pilot. To promote
further institutionalization of the change, I recommend that job descriptions and qualifications be
reviewed collaboratively with all relevant parties and adjusted accordingly to reflect the full
scope of the SSW role. I would further recommend that hiring for the SSW team on a go-forward
basis reflect the renewed vision for the role and its respective responsibilities, and that senior
leaders and managers continue to promote a culture of continuous learning by engaging existing
SSW team members in opportunities for ongoing professional development. Finally, to realize
the full benefit of social work services in schools, Finigan-Carr and Shaia (2018) advised school
and district leaders to regularly assess how their social workers are being utilized and whether
more can be done to leverage their knowledge and expertise. Leaders should ask themselves
questions such as what kind of work are our social workers doing, and are they staying current
with developments in the field and applying that knowledge in schools (Finigan-Carr & Shaia,
2018)? A collaborative culture and commitment to organizational learning are imperative to the
sustainability of the proposed change.

100
Conscientization to Dominant Educational Discourses
Critical educational scholars argue that deepening the language awareness and selfreflexive capacity of leaders is a necessary component of school change for social justice (Henze
& Arriaza, 2006; Lopez, 2020; Sernak, 2006). Language expresses, embodies, and symbolizes
culture. Language can be used by change agents as a means of bringing about culture change
because “discourse not only reveals or displays social relations, but also actively constructs and
has the capacity to transform those same relations” (Henze & Arriaza, 2006, p. 163). For
example, Black and Indigenous students, 2SLGBTQIA++ students, and students with
disabilities, are often referred to as ‘at-risk’ or ‘marginalized’. A shift in language to ‘students
who are marginalized by the current system’ or simply ‘students’ refocuses meaning on systems
and institutions as the source of deficit versus locating deficit within individuals. Using a critical
approach to language, assumptions are made visible, and discourses that have become implicitly
accepted as ‘normal’ are challenged (Henze & Arriaza, 2006). Examining the Ministry of
Ontario’s announcement of the Learning Recovery Action Plan (Government of Ontario, 2022a),
the language of ‘modernizing the curriculum to emphasize job and life skills’ and ‘investing to
preserve the province’s competitive advantage’ constructs education within a Euro-centric,
neoliberal model. Alternative perspectives envision education as a democratic tool capable of
generating emancipatory social change (Sernak, 2006). Beyond the pilot project, SSWs and
educational leaders need to become increasingly aware or conscientized to dominant educational
discourses and skilled at using language as one means to create truly transformative change.
Effective Implementation of IPE and IPC
In addition to a critical approach to language, effective implementation of IPE and IPC
frameworks will be vital to SSWs realizing their full potential as leaders and collaborators at
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LLDSB. As discussed earlier in this chapter, IPC is recognized as a promising practice in human
service environments including in public education (Stone & Charles, 2018). However, engaging
in effective interdisciplinary practice can be difficult to achieve (Borg & Pålshaugen, 2018;
Mellin et al., 2011). Upon conclusion of the pilot project, the expansion and maintenance of a
culture of continuous learning focused on IPC will be essential to achieving high quality
collaboration. IPE supports the necessary knowledge development and interprofessional
relationships needed to do this work well (Green & Johnson, 2015; World Health Organization,
2010). Such learning opportunities should become embedded within the fabric of professional
learning at LLDSB. Research suggests that social workers are ideally positioned to lead these
efforts (Frauenholtz et al., 2017; Taylor et al., 2016). As part of continuous improvement cycles,
measures should be selected and used regularly to monitor and evaluate the processes and
outcomes of collaborative work (Canadian Interprofessional Health Collaborative, 2012). The
IITC-ESMH (Mellin et al., 2010), introduced in this chapter, is one example of such a tool.
Chapter Summary
In this final chapter of the OIP, implementation, evaluation, and communication plans
were developed for the chosen solution to the PoP: a pilot project to promote role integration of
SSWs at LLDSB using implementation science. Recognizing that the solution represents an
emergent change process, these plans serve as guides for the pilot project team who will
ultimately undertake the work in a collaborative, participatory manner. The plans illustrate how
alignment can be achieved between the leadership framework for transformative change, the
leadership approaches to change (CPM, GVV), an implementation science approach to
organizational conditions, the PDSA cycle, and communication methods, while maintaining a
critical theoretical perspective throughout all components of the project.
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OIP Conclusion
Social workers have been providing services in schools for over one hundred years and
their professional knowledge and unique set of practice skills are needed now more than ever
(Allen-Meares, 1993; Franklin & Gerlach, 2006; Kelly, 2020). Trained in approaches to promote
change across micro (individual/family), mezzo (community), and macro (policy) levels,
specifically equipped to work in interdisciplinary settings, and grounded in a professional code
of ethics committed to advancing social justice for all, school social workers are ideally
positioned to take on leadership roles and to become full partners in the school mission (Elswick
et al., 2018; Finigan-Carr & Shaia, 2018). The rich and comprehensive scope of social work
practice holds benefits for the whole school community (Finigan-Carr & Shaia, 2018). Yet it is
well documented that school social workers remain underutilized and undervalued resources,
often relegated to ‘practice behind closed doors’ (Gherardi & Whittlesey-Jerome, 2018;
Sherman, 2016). Inconsistent use of the social work title, lack of understanding about the
profession, and lack of clarity about the function of the role in schools remain barriers to
unlocking the full potential of school social workers to support transformative change in public
education at a time when change is required (Lalonde & Csiernik, 2010; Peckover et al., 2013).
In writing this OIP, I explored the above problem of practice and potential solutions
within the context of one Ontario school board. However, the OIP stands to contribute to the
broader provincial discussion about the dynamic roles that school social workers can and should
adopt in advancing equity, mental health, and positive learning outcomes for all Ontario students.
Further, the OIP is a call to action for fellow school social work colleagues, particularly those of
us whose identities afford us power and privilege. As we look to our future, we must root
ourselves deeply in the radical and critical traditions of our profession and confront the
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oppressive and exclusionary aspects of our history (Villarreal Sosa, 2022). We have a crucial
leadership role to play in disrupting and dismantling systemic racism, inequity, and all forms of
oppression; striving to serve as allies, accomplices, and co-conspirators to equity-deserving,
racialized, and sovereignty-seeking groups; and engaging with schools and school communities
in acts of “renewal, restoration and hope” (Lopez, 2020, p. 69). Leadership is an essential feature
of the school social work profession that transcends positions of formal authority (Elswick et al.,
2018; Teasley, 2018). As school social workers, all of us are called to be leaders and engage in
leadership for the benefit of students, schools, communities, and society more broadly. It is my
hope that the descriptions contained in the OIP of my journey in leadership as a frontline school
social worker might inspire my colleagues across the province to imagine the pathways they
might pursue and the ways they might enhance their leadership practice, no matter their position
within their organizations, toward creating a more just education experience for all.
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Appendix A: PESTEL Analysis
•
•
Political
•
•
Economic

•
•
•

Social
•
•
•
•
Technological

Ecological /
Environmental
Legal

•
•
•

public education within a marketized global economy redefined as
vehicle to achieve international competitiveness via skilled
workforce (Gutek, 2013)
recognition by Ontario Ministry of Education of need for crossdepartmental work to support goals of equity and well-being through
decolonizing, anti-racist, and culturally responsive approaches
(Government of Ontario, 2020; School Mental Health Ontario, n.d.)
Education unions and Ontario Association of Social Workers have
increased focus on decolonizing policies and practices
(OSSTF/FEESO, 2021; OASW, 2021)
educational policymaking in Ontario shaped by neoliberal marketbased logic; history of school board amalgamations, funding cuts,
standardized curriculum and testing (Sattler, 2012)
increased government dollars for anti-racism, equity work, and
mental health supports (Ministry of Education, 2021a)
social institutions reflect Western capitalist worldviews, norms and
values privileging analytic-rationalist principles, individualism, and
competition (Apple, 2013; Davies & Bansel, 2007)
in Ontario, Eurocentric worldview inextricably connected with
Canada’s birth through policies of colonization and institutionalized
racism (Pete et al., 2013)
increase in staff and student mental health concerns (CAMH, 2018;
Lemieux, 2016), particularly in the wake of Covid 19
increasing disengagement (CBC News, 2019; Whitnall, 2019)
increasing behaviour concerns in classrooms (Mcquigge, 2019)
rapid technological advances occurring in ways education is
delivered, and professional services provided e.g., videoconferencing technology, at-home learning, online learning
Covid 19 pandemic affecting all domains of life
ecological and climate crisis, increasing wealth inequality, global
political and economic instability leading to “pervasive despair of
our current historical moment” (Grain & Lund, 2016, p. 45)
K-12 public education is a highly unionized environment
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Appendix B: Change Participant Map

Note. Analysis tool adapted from Organizational Change: An Action-Oriented Toolkit, (4th ed., p. 215), by G. Deszca, C. Ingols, & T.
F. Cawsey, 2020, SAGE. Copyright 2020 by SAGE Publications, Inc.
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Appendix C: Change Implementation Plan

Theory of Action: If SSWs possess the knowledge, attitudes, and skills to support transformative change, and if organizational structures and processes exist to
facilitate effective interprofessional collaboration, then the potential of SSWs within LLDSB will be maximized.
Deszca et al.’s (2020) Change
Priorities for
Actions
Responsibility
Guiding Resources
Timeline
Path Model
Change
Awakening
Enhancing team
Communicate about the pilot project to senior
Manager of Social
Year 1
1. Identify and confirm the
identity
leadership, school principals, pilot project members,
Work Services
Early April
need for change
and SSW team.
2. Articulate the
performance gap, spread
Engage SSW pilot project members in a two-day
Facilitated by the
CASW Code of
Year 1
awareness
visioning process toward a school social work with
professional practice
Ethics; SSWAG
Mid-April
3. Develop a powerful
schools model. Introduce Gentile’s (2010) GVV
leader, pilot group
materials; Villarreal
change vision
model. Identify individual and group values.
Sosa et al. (2017)
4. Communicate the vision
and rationale through
Share completed vision and rationale with Social
Professional practice
Year 1
multiple channels
Work Manager for input, feedback, and approval.
leader, pilot group
Late April

Mobilization
1. Assess formal systems
and structures
2. Assess / leverage power
and cultural dynamics
3. Communicate to all
change participants and
respond to needs
4. Leverage change agent
personality, knowledge,
skills, and abilities

Enhancing
relationships
within the SSW
team and between
the SSW team and
other change
participants
Developing SSW
team capacity

Conduct planning meetings with the pilot project
group to identify and assess attitudes, skills,
knowledge; identify goals; and plan implementation.
Conduct full day session on the GVV model
(scripting, actioning).

Facilitated by the
professional practice
leader, pilot group

CASWE
Competencies;
Gentile (2010, 2017)

Year 1
May – June

Secure the buy-in and participation of one school per
SSW pilot project member. Utilize the GVV model.

Pilot project
members, supported
by Manager

Year 1
By end June

SSW pilot project members attend a staff meeting for
their chosen school to communicate about the
project.

Pilot project
members

Year 1
September

SSW pilot project members attend regular staff
meetings, attend intervention team meetings,
participate in school-based professional development
days and as observers in school improvement
processes as appropriate.

Pilot project
members, supported
by school principals

Year 1
September –
Year 2 June

SSW pilot project members develop collaborative
working relationships with central consultants and
professional support staff supporting pilot schools.

Pilot project
members, supported
by management

Year 1
September –
Year 2 June
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Acceleration
1. Systematically engage
others in planning,
implementation and in
developing new
knowledge, attitudes,
skills, and abilities
2. Use appropriate tools and
techniques to build
momentum, accelerate
and consolidate progress.
3. Manage the transition,
celebrate milestones.

Developing SSW
team and school
capacity

Institutionalization
1. Track the change through
multiple measures
2. Develop/deploy new
structures, systems,
processes, knowledge,
skills, abilities.

Fostering a
critically oriented
culture of
continuous
learning

Conduct monthly professional learning community
(PLC) meetings with pilot group to enhance
knowledge on key topics and address learning needs
identified by the group based on interactions with
pilot schools.

Organized by the
professional practice
leader, shared
facilitation by the
pilot group

OASW, OCSWSSW,
and SMHO learning
materials; Battiste
(2013); Lopez
(2020); Venet (2021)

Year 1
September –
Year 2 June

Conduct monthly meetings of the pilot project group
to engage in PDSA cycles. Review GVV work.
Report back to Manager of Social Work quarterly.

Organized by the
professional practice
leader, shared
facilitation by the
pilot group

Gentile (2010, 2017),
Katz et al. (2018)

Year 1
September –
Year 2 April

Evaluate and communicate Year 1 outcomes. Refine
vision. Revise goals as needed. Conduct planning
meetings with the pilot project group to solidify
SSW role integration through formal
structures/processes.

Pilot project group,
Manager of Social
Work, school
principals

Pilot project members meet with school principals to
plan for interprofessional education (IPE) and
interprofessional collaboration (IPC) opportunities.

Pilot project
members and school
principals

Iachini et al. (2018)

Year 2
September

Pilot project members actively engage in leading
and/or collaboratively supporting school
improvement and professional development efforts
in appropriate areas using IPE and IPC approaches.

Pilot project
members, school
principals and school
improvement teams

Iachini et al. (2018)

Year 2
September –
Year 3 April

Continue monthly PLC meetings with the pilot
project group to deepen knowledge on key topic
areas and strengthen confidence in leadership skills
and learning processes. Continue monthly
implementation meetings (PDSA cycles) with
quarterly reporting to Manager.

Organized by the
professional practice
leader, shared
facilitation by the
pilot group

Evaluate and communicate outcomes of the pilot
project to all stakeholders/interest holders. Plan next
steps.

Pilot project group,
Manager of Social
Work

Year 2
April – June

Year 2
September –
Year 3 April

Year 3
April – Year
3 June
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Appendix D: Sample Organizational Conditions Monitoring Tool
As a project team we . . .
1. Commitment Have commitment and support from the Manager of
Social Work
Have a senior leadership team that understands the
potential of SSWs as leaders and collaborators
Have school administrators who understands the
potential of SSWs as leaders and collaborators
Are committed to anti-oppressive, anti-racist, and
decolonizing school social work practice
2. Leadership
Team (Pilot
Project Team)

Have shared commitment and responsibility amongst
all team members for the success of the project
Can clearly articulate individual and group values by
using the GVV model (Gentile, 2010, 2017)
Have strong relationships with change participants

3. Clear and
Focused Vision

Collaboratively created a vision for a social work with
schools model
Have clearly reflected critical social work perspectives
and a commitment to educational justice in our vision
Have aligned our vision with the Board Improvement
and Equity Plan
Have a plan to re-visit and/or revise the vision as part
of PDSA cycles

4.
Communication
and Shared
Language

Have a consistent communication plan about the
project vision and goals that addresses different
audiences
Communicate the project’s vision and goals to pilot
schools and change participants
Regularly seek feedback and input from change
participants
Use and promote inclusive and anti-oppressive
language (GVV framework)

5. Assessment
of Initial
Capacity

Regularly assess our personal capacity related to
project goals and professional practice, identifying
areas of strength and growth
Have assessed pilot schools’ baseline understandings
of the SSW role through conversations and surveys
with principals and school staff

1 2 3 4 5 6 7
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As a project team we . . .
Have consulted with pilot schools and change
participants to hear different perspectives, needs, and
priorities related to collaboratively supporting students
6. Standard
Processes

Have a clear description of social work service with
schools through the lens of role integration
Have structures and processes in place to facilitate
project work (e.g., monthly PLC and PDSA meetings,
reporting framework, monitoring tools)

7. Systematic
Professional
Learning

Use assessment and monitoring tools to identify
individual and group learning needs (align with
CASWE competencies and OCSWSSW professional
practice areas)
Engage in monthly PLCs that follow a structured
format, including critical self-reflection
Ensure that professional learning content (written
materials, websites, videos) are based on current
research-informed knowledge

8. Strategy /
Action Plan

Have a collaboratively developed flexible project
implementation plan with actions and timelines
Have a limited number of specific and achievable
priority areas per implementation cycle
Focus first on relationship development and SSW
capacity building, then on implementing structures and
processes for interprofessional education (IPE) and
collaboration (IPC)

9. Collaboration

Build respectful and trusting relationships within the
pilot schools and amongst change participants to
facilitate collaborative conversations
Use interprofessional education (IPE) and
interprofessional collaboration (IPC) models to
achieve SSW role integration in pilot schools
Use a participatory approach that invites co-creation
and shared decision-making amongst professionals

10. Ongoing
Quality
Improvement

Engage in monthly PDSA cycles to guide and monitor
implementation
Use sound measurement tools to evaluate outcomes
Understand and use ethical guidelines for data
collection and use
Share findings with all relevant audiences

1 2 3 4 5 6 7

141
Scoring Key for the Organizational Conditions Tool:
1. Awareness / Contemplation (e.g., no work in the area, no action yet)
2. Exploration (e.g., reviewing best practices, scanning the work of others, considering options)
3. Installation (e.g., mobilizing people, getting approvals, vetting drafts)
4. Initial Implementation (e.g., piloting in a few places, trying out parts of the activity)
5. Partial Implementation (e.g., revising based on initial feedback, enhanced piloting)
6. Full Implementation (e.g., scaling up, final versions, broad communications)
7. Sustainability (e.g., embedded in school culture / practice)
The “fit” of the scale may not be perfect for each item. As a guide, a rating of 1 indicates that no
work or activity in this area has taken place; 2 or 3 indicate initial stages of planning; 4 or 5
indicate that the area is well underway, has had some evaluation and is regularly integrated into
practice.
Note: Tool adapted from “System Leadership in School Mental Health” by K. Short, C. Finn,
and H. B. Ferguson, 2017, CASSA Discussion Paper. https://www.cassaacgcs.ca/cms/lib/ON01929128/Centricity/Domain/30/CASSA-Discussion-Paper-SystemLdrship-in-School-MH.pdf
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Appendix E: Team Excellence and Collaborative Team Leader Questionnaire
Instructions: This questionnaire contains questions about your team and the leadership within
this team. Indicate whether you feel each statement is true or not true of your team. Use the
following scale:
Key: 1 = False

2 = More false than true

3 = More true than false

1. There is clearly defined need – a goal to be achieved or a purpose to be served – that justifies
the existence of our team, (team: clear, elevated goal)
2. We have an established method for monitoring individual performance and providing
feedback, (team: results-driven structure)
3. Team members possess the essential skills and abilities to accomplish the team’s objectives,
(team: competent team members)
4. Achieving our team goal is a higher priority than any individual objective, (team: unified
commitment)
5. We trust each other sufficiently to accurately share information, perceptions, and feedback,
(team: collaborative climate)
6. Our team exerts pressure on itself to improve performance, (team: standards of excellence)
7. Our team is given the resources it needs to get the job done, (team: external support and
recognition)
8. If it’s necessary to adjust the team’s goal, our team leader makes sure we understand why.
(leadership: focus on the goal)
9. Our team leader creates a safe climate for team members to openly and supportively discuss
any issue related to the team’s success, (leadership: ensure collaborative climate)
10. Our team leader looks for and acknowledges contributions by team members, (leadership:
build confidence)
11. Our team leader understands the technical issues we must face in achieving our goal,
(leadership: demonstrate sufficient technical know-how)
12. Our team leader does not dilute our team’s effort with too many priorities, (leadership: set
priorities)
13. Our team leader is willing to confront and resolve issues associated with inadequate
performance by team members, (leadership: manage performance)

4 = True
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4

Note. Reproduced from “Team Leadership,” by S. E. Kogler Hill in Leadership theory and
practice (8th ed., pp.397) by P. G. Northouse, 2019. Questions 1-7: Adapted from the Team
Excellence Survey (copyright 1987, Lafasto and Larson). Questions 8-13: Adpated from the
Collaborative Team Leader Instrument (copyright 1996, Lafasto and Larson).
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Appendix F: Sample Self-Reflection Tool for SSW Pilot Project Members

CASWE (2014) Competency
1. Identify as a professional social worker and adopt a value perspective of the
social work profession

Self-Rating

2. Adhere to social work values and ethics in professional practice

1 2 3 4

3. Promote human rights and social justice

1 2 3 4

4. Support and enhance diversity by addressing structural sources of inequity

1 2 3 4

5. Employ critical thinking

1 2 3 4

6. Engage in research

1 2 3 4

7. Participate in policy analysis and development

1 2 3 4

8. Engage in organizational and societal systems change through professional
practice

1 2 3 4

9. Engage with individuals, families, groups, and communities through
professional practice

1 2 3 4

1 2 3 4

Key:
1 = beginning (represents no knowledge or application to practice)
2 = developing (represents limited knowledge and inconsistent application to practice)
3 = applying (represents more advanced knowledge and consistent application to practice)
4 = extending (represents expert knowledge and innovative application to practice)
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Appendix G: Sample Individual and Group Reflection Tool for PLC Meetings
Monthly PLC meetings will be held throughout the mobilization and institutionalization phases
to strengthen the needed attitudes, knowledge, and skills of SSW pilot project members. Topics
could include but are not limited to critical social work perspectives, the impacts of racism and
colonialism in education, understanding the past and present role of the social work profession in
upholding systems of oppression, social work leadership for social justice, equity-centred
trauma-informed practice, and interprofessional collaboration models.
Group Discussion Prompts:
1. How did I apply what I learned in the last PLC session to my practice? What happened?
What will I do next?
2. What do we already know about this topic?
3. What questions do we have about this topic?
4. What connections can be made between this topic and anti-oppressive, anti-racist, and/or
decolonizing social work practice in schools?
5. How do issues of power and structural or systemic barriers relate to this topic?
6. What do we still need to learn about this topic and how are we going to learn it?
7. How can we apply knowledge about this topic to our social work practice in schools?

Individual Reflection Prompts to be Recorded in Personal Journal:
1. What are two new things that I learned today?
2. How do my identity, experiences, and privilege affect how I am making sense of this new
learning? What other perspectives do I need to consider?
3. What are my next steps in deepening my understanding of my responsibilities to truth and
reconciliation as they relate to my practice as a school social worker?
4. What are my next steps in developing my capacity as an anti-racist and anti-oppressive
school social work practitioner?
5. What are one or two actions that I will take to apply my new knowledge to my practice?
What do I expect will happen?
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Appendix H: Learning Conversation Protocol for PDSA Meetings
PDSA meetings will be held once per month throughout the life of the project. PDSA cycles will
occur every 3-4 months and will focus on medium and long-term goals including enhancing
relationships between SSWs and school staff, and enhancing role integration of SSWs within
their schools, respectively.
Step 1. Introduction (5-8 min): Presenter explains where they are in the inquiry process using
their inquiry template as support.
Step 2. Clarifying the presenter’s work (5-8 min): The group asks clarifying questions.
Step 3. Interpreting the presenter’s work (8-10 min): Each group member discusses how they are
conceptualizing or representing what they have heard and puts forward as many different ways
of thinking about the inquiry as possible.
Step 4. Quick clarification (2 min): Group members ask additional questions of clarification.
Step 5. Implications for thinking (and practice) (8-10 min): Group members discuss implications
for the presenter’s work and where they think the presenter should go next in their thinking.
Step 6. Consolidate thinking and plan next steps (5 min): Presenter refers to their notes and
summarizes their thinking. What resonates? If possible, the presenter talks about their next move.
Step 7. Reflections on the process (5-8 min): Presenter reflects on their learning. Each group
member shares one thing in their ‘parking lot’ of personal connections. The whole group reflects
on the protocol (what worked/areas of improvement).
Template to structure the inquiry completed by each SSW pilot project member:
What is our goal / What are we trying to accomplish?
o Evidence: Why is this goal or area of focus important? Include qualitative or
quantitative data collected from work in schools e.g., surveys, measures, conversations,
observations
Where am I stuck in this improvement process? On what, and with whom?
What change leader / facilitator opportunity does this define for me? (The adaptive
challenge defines the change leadership inquiry question)
o Inquiry question prompts: What change can I make that will result in improvement?
How do I learn to . . . ? How will I know that a change is an improvement?
Note: Tool adapted from “The Intelligent Responsive Leader,” by S. Katz, L. A. Dack, and J.
Malloy, 2018, Corwin.
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Appendix I: Index of Interprofessional Team Collaboration for Expanded School Mental
Health
Item
1. Team members discuss strategies to improve their working relationship. [REF]
2. The team works together to resolve problems among members. [REF]
3. The team incorporates feedback about its process to strengthen its effectiveness. [REF]
4. The team informally and/or formally evaluates how they work together. [REF]
5. Team members talk about similarities and differences among their professional roles in
working with youth. [REF]
6. Members of the team address conflicts with each other directly. [REF]
7. The team discusses the degree to which each professional should be involved with a
particular youth. [REF]
8. Team members talk about ways to involve additional professionals with various expertise in
the team. [REF]
9. There are “turf” issues among members of the team. [INT]
10. The team does not welcome new ideas about how to help youth. [FLEX]
11. Team members respect one another even when they have different ideas about how to help
youth. [FLEX]
12. The team has appropriate expectations of the roles of members in supporting youth. [INT]
13. The team respects the opinions and input of each member. [INT]
14. There is open communication among team members. [INT]
15. Team members focus on understanding the perspectives of others rather than defending
their own specific opinions. [FLEX]
16. The team supports each member in his or her work with youth. [INT]
17. There is freedom to be different and disagree within the team. [COL]
18. New practices related to working with youth occur as a
result of the diversity of ideas among team members. [NEW]
19. Working with team members who have multiple perspectives results in new programs
available to help youth. [NEW]
20. The roles and/or responsibilities of team members change as a result of teamwork. [NEW]
21. As a result of working as a team, services/supports for youth are delivered in new ways.
[NEW]
22. Team members take on tasks outside their role when necessary. [FLEX]
23. The team relies on members with varying roles (e.g., teacher, mental health professional,
paraprofessional, special educator, family member, etc) to implement specific activities. [INT]
24. The team relies on members with varying roles (e.g., teacher, mental health professional,
paraprofessional, special educator, family member, etc) to accomplish its goals. [INT]
25. The team makes distinctions among the roles and responsibilities of each member. [INT]
26. The team consults with members who have a variety of perspectives about how to address
the needs of youth. [INT]

Rating
1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5

Key: INT = role interdependence NEW = newly created professional activities FLEX = professional flexibility
COL = collective ownership of goals REF = reflection on process
Note. Reproduced from “Measuring Interprofessional Team Collaboration in Expanded School Mental Health:
Model Refinement and Scale Development,” by E. A. Mellin, L. Bronstein, D. Anderson-Butcher, A. J. Amorose,
A. Ball, and J. Green, 2010, Journal of Interprofessional Care, 24(5), p. 519. Copyright, 2010, Informa UK, Ltd.

